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ABSTRACT
In reading, text-external inferences are made when the 
reader integrates schemata with text information. Because 
Infere nce  gen era ti on occurs within the reader, background 
k no wledge and reading skill affect inferential 
comprehension. This research consists of two studies to 
determine, first, whether college developmental and 
no n-dev e l o p m e n t a l  readers activate prior knowledge when 
reading and making inferences (Experiment One) and, second, 
if direct instru ction  in semantic mapping increases 
a c ti vation  of prior kn owl edg e by developmental readers. The 
results of Experimen t One indicated n o n - d e velo pm ental 
readers with high prior knowle dge  use prior knowle dge more 
than developm ental subjects and that develo pmental  subjects 
with high prior knowledge use that knowledge to compensate 
for lesser reading ability. Experiment Two indicated that 
semantic mapping did not increase the degree to which 
d ev elopmen tal readers activate prior knowledge, at least 
wh en measured by the methods of this study. Findings 
indicate that deve lopmental  educators need to place 
increased efforts in adding to students' pool of available 
bac kg ro und kno wl ed ge and on teaching them to activa te prior 
kn owledge before reading. Further research with semantic 
mappi ng is warranted.
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CHAPTER I
INTRODUCTION TO THE PROBLEM
Comprehension involves translating a set of sentences 
Into a chain of interrelated concepts. Inference g en er ation 
is an essential part of building this chain. Readers make 
inferences by seeing relations betwee n text information and 
the schemata (background information) they have in memory. 
The role of these schemata is to specify how readers' prior 
knowledge interacts with the text and how information must 
be organized to support this interac tion (Monteith, 1979). 
Trabasso (1981) stated that if readers fail to perceive or 
understand these interactions then activities like the 
following are not possible: (a) recalling or summarizing the
story; (b) finding main ideas; (c) answering questions about 
causes, consequences, or facts; (d) paraphrasing events; and 
(e) identifying points of view.
Readers less sophisticated in skill and/or world 
kn owl edge often find their com preh ension disrupted and 
ineffective (Mavrogenes, 1983). Likewise, if readers 
possess adequate schemata but fail to activate or use them 
when reading, comprehens io n also is adversely affected 
(Bransford & Johnson, 1972). Almost by definition, college 
developmental readers are students who lack either skill 
(Roueche & Armes, 1980) or world knowledge  (Dr abi n-Par tenio
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& Maloney, 1982). Some studies have examined the Idea of 
increasing the amount  of bac kgrou nd  knowle dge  from which a 
college developme ntal reader has to draw (Crafton, 1983; 
Stevens, 1982), and others have examined the possibility 
that these readers possess know le dge they fail either to 
activate or to use to make inferences between explicit and 
implicit information  (Crafton, 1983; Hansen, 1981; Raphael & 
Pearson, 1982) .
In struction al strategies which will aid college 
deve lop mental students in ma stering the skills nec essary  for 
c o 1lege-level work are needed. Such ins truction needs to: 
(a) assure students that its purpos e is to improve their 
thinking and learning skills; (b) provide non-pu nitive  
feedback and evaluation; (c) provide opportunities for 
students to process writ t e n  and spoken information; (d) 
yield study guides which set purposes, supply background  
information, and identify major concepts; (e) teach students 
to define terms and concepts through their own words and 
experiences; (f) teach thinking skills like breaking a 
larger concept into its component parts; (g) help students 
learn to relate and integrate diverse elements of a concept 
to aid understanding; and (h) use writing as a tool for 
helpin g students learn to evaluate, clarify, and expand upon 
concepts (Stephens & Heaver, 1985). Direct in struction in 
semantic mapping seems to fill these requirements. Because 
semantic mapping seeks to make the student self-directed in
practicing these skills, it fosters independence, 
confidence, and active learning.
Summary of Related Research
Bartlett (1932) initially proposed that un derlying all 
stories is a schema, a set of expectations about text 
structure and content. Schema research has became a major 
factor in reading research (Anderson & Pearson, 1984). A 
schema represents gen eric knowledge and summarizes what is 
accepted as true or common to any concept (Anderson, Spiro,
& Anderson, 1977; Rumelhart, 1980). Schema-theoretic 
research indicates that co mp rehensi on  largely depends on a 
reader's schemata (Crowder, 1982). Essential to 
co mpreh en sion is inference gene ra tion (Bridge, Tierney, & 
Cera, 1977; Schank & Abelson, 1975; Trabasso & Nicholas, 
1977). Two types of schemata correspond with inference 
generation. Text- spec i f i c , or textual-schematic, are 
inferences based on in formation stated explicitly in the 
text. Text external, or content schematic, are inferences 
which interrelate schemata or connect them with new 
information (Anderson, Pichert, & Shirey, 1983; Frederiksen, 
1977; Pearson & Johnson, 1978; Rubin, Bruce, & Brow, 1976).
Anderson and Pear son (1984) indicate that the ab ility 
to make Inferences, mental con nections between the reader's 
schemata and the text, is a key compon ent  in a
sch ema -theo re tic a p p ro ac h to reading comprehens ion. 
Inferences are diverse in type (Anderson & Pearson, 1984; 
Trabasso, 1981; Warren, Nicholas, & Trabasso, 1979) and 
functio n (Flood, 1978). The inferences students make during 
reading are nec e s s a r y  for complet e understanding. Often 
less skilled readers e xperien ce  di ffi cul ty in making 
inferences (Anderson & Pearson, 1984; Bransford, et al., 
1982; Carr, Dewitz, & Patberg, 1983). This dif ficulty 
arises for a va ri ety of reasons including: (a) an
un ava il ab ility  of ba ck g r o u n d  k n o wl edge (Chiesi, Spillich, & 
Voss, 1979; Omanson, Warren, & Trabasso, 1978; Pearson, 
Hansen, & Gordon, 1979; Townsend, 1980; Wi lso n & Hammill, 
1982); (b) an inability to activate and use schemata (Bridge
& Tierney, 1981; Feeley & Wepner, 1985; Holmes, 1983;
Wilson, 1979); and (c) an in abi lity to organize inf ormation 
(Cromer, 1970; Marshall, 1976).
Sch e m a - a c t i v a t i o n  methods fall into two 
classifications: (a) tea ch er -direct ed  and (b)
student-directed. Bec ause studen ts seem to remember better 
what they do rather than what they have heard or seen (Craik 
& Tulving, 1975), a c t i v a t i o n  methods which are 
student- dr iven provide op por t u n i t i e s  for active learning and 
are more effective (Brown, Smiley, Day, Townsend, & Lawton, 
1977; Duffy, 1981; Duffy, Roehler, & Mason, 1984;
S m i t h - B u r k e , 1982). R e s earch by Crafton (1983), Hansen
(1981), Langer and N i c o l i c h  (1981), Raphael and Pearso n
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(1982), Wilkerso n (1986), and W l t tr ock and Carter (1975) 
supports this conclusion.
Advance organizers, p a r t i c u l a r l y  effective with less 
able students (Sledge, 1970), enh ance learning because: (a)
They help students organize and clarify thinking before 
learning, (b) they activate or develop schemata, and (c) 
they aid students in inferencing (Ausubel, 1968). Their 
effectiveness has been examined by Bean, Singer, and Cowen 
(1985); Carr, Dewitz, and Pa tb erg (1983); and Dewitz, Carr, 
and Patberg, 1987. One form of advance organizer, the 
semantic map, permits students to actively engage in the 
activatio n and o r g a n iz at ion of their schemata before and 
after reading (Armb ruster & Anderson, 1980; Hanf, 1971; 
Merritt, Prior, & Grugeon, 1977; Novak & Gowin, 1984). 
Studies consi dering the eff ecti ve ness of mapping either 
examined the genera l effica cy of the procedure (Armbruster & 
Anderson, 1980; Langer, 1981, 1984; Pittelman, Levin, & 
Johnson, 1985; Sweetland 4 Risko, 1986) or compared mapping  
with more traditional instruct io nal approaches (Carter,
1984; Denner, 1986; Johnson, Pittelman, T o m s - B r o n o w s k i , & 
Levin, 1984; Jones, 1984; Pr ater & Terry (1985); Sinatra,
S t a h 1 - G e m a k e , & Berg, 1984).
Although much research indicates that, in terms of 
prior knowledge, "more is better" (Llpson, 1982, p. 244), 
other studies indicate this is not n eces sa rily the case 
(Alvermann, Smith, & Readence, 1985; Hynd & Alvermann,
1986a, 1986b; Lipson, 1982, 1984; Peeck, van den Bosch, & 
Kruepeling, 1982; Steffenson, Joag-Dev, & Anderson, 1979). 
Incomplete, ill-defined, Inaccurate, or vague schemata 
adversely affect com preh en sion and recall (Gordon & Rennie, 
1986). Errors in schemata act iv ation and pro cessing may 
also result from students' me tac og nitive inabilities (Brown, 
1977).
Post-secondary develo pme ntal populations vary in age, 
experience, academic skill, race, and et hnicity (Roueche, 
1981-1982). The reasons for this diversity include: (a) an
increase in the number of adults returning to school (Cross, 
1976), (b) equal educational op po rt unities  (Cross, 1976), 
and (c) educational background s (Atkinson & Longman, 1985; 
Lederman, Ribaudo, & Ryzewic, 1985; United States Dep artment 
of Education, 1986), Institutions nation wid e which admit 
such students are res ponsible for developing programs to 
remediate their skills (Carnegie Found a t i o n  for the 
Adv an ceme nt  of Teaching, 1977). This remediati on becomes a 
complex issue when the diversity of students' needs (Cross, 
1976; Drabin-P arten io  & Maloney, 1982; Gayle, 1982; Roueche 
& Snow, 1978; Teegar den  & Tarvin, 1982) and instructional 
methods necessary to meet those needs (Flippo & Terrell, 
1984; Virth, 1982) are considered.
In summary, sc hema-theor etic app roaches to 
co mpreh en si on include the ass u m p t i o n  that inf erencing 
ability is essential to comprehension. Less skilled
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readers, like po s t - s e c o n d a r y  developmental students, often 
experience dif ficul ty  In making the bridging connections 
between schemata and inf or ma tion In the text. These 
diff iculties result from: (a) un availability  of background  
knowledge, (b) Inability to activate  and use schemata, 
and/or (c) inability to organize information. Semantic 
mapping instruction allows students to activate schemata, 
graphically co nstruct  rel ati on ships between concepts, and 
organize inf ormation for recall. The proposed research 
examined whe ther i nstru ct ion in semantic mapping facilitates 
inferencing skills in college developme ntal readers.
R a t ionale for the Study
Inferences, as defined by Hayakawa (1939), are 
statements about the un kno wn based on what is known. In 
reading, inferences are made when readers integrate schemata 
with text information (Meyer, 1981). Because inference 
generaton occurs withi n the reader (Fisher & Peters, 1981; 
Langer, 1982), ba ckg rou nd knowledge and prerequis ite reading 
skills affect comprehension. Thus, if readers either fail 
to have adequate prior kn o w l e d g e  or fail to activa te that 
knowledge, integrate it with new information, and/or 
organize it for recall, inf erential com preh ension is 
lessened.
Necessary, then, for less sophist icated readers is 
instr uct ion which helps students develop an un der sta nding of 
the multiple layers of meanings and concepts a text 
contains, how these are interrelated, and how to apply new 
in formation to them (Stephens & Ueaver, 1985). Semantic 
mapping, a strategy which provides activation of schemata, 
org an izat io n of concepts and reflective thinking before and 
after reading, enables students to practice these 
inferencing skills. Since semantic  mapping is 
self-directed, its car ry -o ver into other academic settings 
is likely (S m i t h - B u r k e , 1982).
The proposed resear ch encom pas ses two studies. 
E xp eriment  One responds to Li pso n's (1982) questi on of how 
students use the informat ion they possess in making 
inferences while reading. E xp erimen t Two attempts to answer 
Pearson, Hansen, and G al lagher' s (1979) call for 
instructional studies wh ich  pr ov id e strategies for helpin g 
students make i n f e r e n c e s - - in this case, a mapping strategy 
that helps students g r a p h i c a l l y  make connections between 
concepts (Irwin, 1986).
The proposed research differs from previous research 
because it attempts, in the first experiment, to demonstrate 
that college de ve lop mental students fail to use the 
information they know about a topic as effectively as 
n on -d evelop me ntal college readers. The study also attempts 
to determine if de ve lo pmental  students make text-external
inferences as effectively as n o n - d evelo pm ental readers. The 
second experiment attempts to demon st rate that college 
developmental readers who receive instruction in semantic 
mapping will use backgro und inform ation and make 
text-external inferences more effec ti vely than similar 
students who do not receive instruct ion in semantic mapping.
The Research Questions
Four questions guide this research:
1. Do college developmental and non-deve lo pmental  
readers retrieve text- act ivated prior kn owl edg e to the same 
extent when reading!
2. Do college develo pmental and n on -develo pm ental 
readers use text-activated prior knowl ed geto make 
inferences 7
3. Can instructi on in semantic mapping increase the 
degree to which college developm ental readers use 
text-activated prior knowledge?
4. Can ins truction in semantic mapping increase the 




The purpose of the first study was to test the 
following hypotheses:
1. There will be dif fe rences  In scriptal knowle dge  
posttest scores for college de vel opm ental readers as 
compared with non - d e v e l o p m e n t a l  readers with high and low 
prior knowled ge of the target topic.
2. Inferential scores can be predicted from reader 
group, scriptal knowledge postte st scores, and the 
in teraction  of these two variables.
The purpose of the second study was to test the 
follow ing  hypotheses:
3. Instruc ti on in semantic mapping will increase the 
scriptal know ledge posttest scores for college developmental 
readers as compar ed with a control group.
4. In fe ren tial scores can be predicted from 
instru cti onal group, scriptal knowledg e posttest scores, and 
the intera cti on of these two variables.
Si gnifi ca nce of the Proble m
This study si gnif ic antly impacts two areas of 
ed uca ti onal research: (a) schema theory, spe cifically
inferential c o m p r e h e n s i o n  instruction; and (b) 
p o s t- se co ndary  development al students. Rumelhart and Ortony
(1977) Indicate that schemata are formed by networks of 
Interrelat ionships b e t w e e n  concepts. They see the purpose 
of Instruction as co mm u n i c a t i o n  of these relati ons hips from 
the teacher to the student. If this c o m m un ic ation fails to 
take place, the failure results from the students': (a)
inadequate back groun d kn o w l e d g e  and/or (b) ability  to 
effectively access the correct schema. An assu mp tion on 
which this study is based is that a co mmunication  similar to 
the one described by R u m elhar t and Ortony also takes place 
between the reader and the text. The form of this 
communicat io n is an inference, a conne ction which bridges 
gaps betw e e n  text i nfor ma tion and prior knowledge. In 
addition to the sources id ent ifi ed by Rumelhart and Ortony, 
difficulties in inferenci ng  arise from students' inadequate 
organizati on al skills. This study addresses the issue of 
which is more crucial in making corre ctive inferences:
(a) prior k n o wl edge or (b) skill development.
This study's co mpa r i s o n  of semantic mapping and 
traditional instruct io n will pr ovid e inform ati on about the 
efficacy of these two pro cedu re s in teaching inferences. In 
this research, semantic ma pping instru ction takes the form 
of concept ma pp ing proposed  by N ovak  and Gowin (1984) and 
follows the steps of direct instr uc tion indicated by Pearson 
and Gall agher (1983). Napp i n g  is compared with the same 
format of direct instru ction using pre -packaged  inferencing 
m a t e r i a l s .
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Instruction for post-s e c o n d a r y  college developmental 
students comprises the second area which may be explored by 
this study. If semantic mapping instruction proves to be 
the more effective strategy for teaching inferences, 
instruction of college d e v e lopmen ta l readers will be 
affected in two ways. First, be ca us e college developmental  
readers have difficulty with hig he r-level  thinking skills 
(Chaffee, 1984; Sotirlou, 1984), semantic mapping 
instruction which helps them to activate, relate, and 
organize schemata will increase their chances of 
understanding c o 1 l e g e - l e v e 1 materials. Second, bec ause 
adult learners have d ifficu lt y learning in formation they 
have not dealt with concretely, especially when the learning 
involves integration or synthesis, selection, inference, 
memory, and verbal expr essio n (Vhyte, 1981), semantic 
mapping ins truction may provide opportuniti es for concrete 
manipulatio n of abstract  concepts.
Definitions of Relate d Terms
The following terms are defined for the purpose of this 
s t u d y :
1. Background k n o w l e d g e / p r i o r  kn ow l e d g e - - k n o w l e d g e  and 
eperience a person brings to reading (Langer, 1984).
2. Dev elop mental  s t u d e n t s - - students reading be low 11.0 
as measured by the Nelson  De nny Re ading Test (Brown,
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Bennett, & Hanna, 1981) who are enrolled In po st -s econdar y 
deve lop mental reading at L o u is ia na State University.
3. Concept m a p s- -semant ic  maps which show general and 
specific concepts h i e r a r c h i c a l l y  and the links be tw e e n  the 
concepts (Novak & Gowin, 1984).
4. Gra phic o r g a n i z e r s - - v i s u a 1 displays of concepts 
contained in a passage and of the relationships bet ween 
those ideas (Smith, 1986).
5. Schema (singul ar ) / s c h e m a t a  (plural)--a generalized 
description, plan, or cognitive structure; a conceptual 
system for un de rstan di ng i nfor ma tion (Harris & Hodges,
1981).
6. Tex t-ex ternal  inferen ce s-- i n f e r e n c e s  generated from 
a reader's ba ckground k n owle dg e (Frederiksen, 1977; Rubin, 
Bruce, 4 Brown, 1976).
7. Schemata a c t i v a t i o n - - the process of bringi ng to a 
reader's attentio n all parts of a schema (Anderson &
P e a r s o n , 1984) .
8. Semantic m a p s --diagrams which help students 
gr aphically  organize and relate concepts (Heimlich & 
Pittelman, 1986).
9. Se lf- dir ected schemata activation --a 
st udent -i nitia ted and stu de nt-cont ro lled process of bringing 
all parts of a schema to the mind's attention.
10. Tex t-act iv ated prior kn o w l e d g e - - t h e  bac kg ro und 
i nform at io n students retrie ve about a topic as a result of
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reading a passage about that topic. In this study, this 
kn owL edge is mea sured by scriptal posttest questions.
CHAPTER II
R E V I E W  OF THE LIT ERATURE
According to Fisher and Peters (1981), the study of 
text-related and s c h em a- related  lnferencing serves as an 
effective measure for u n d e rs tandin g the compr ehension 
process. The di fficulties ex per ience d by less fluent 
readers in using their prior kno wle dg e of a topic to 
increase understandi ng, in Integrating Informati on and in 
recalling inform ation in an organized manner (Bridge, 
Tierney, & Cera, 1977; Marshall, 1977) indicate the need for 
an Instructional ac tivity which teaches these skills. This 
chapter presents eviden ce to support this conclusion by 
summarizing resear ch in these areas; (a) the effects of 
schemata on lnferencing; (b) lnferencing; (c) student- 
directed schemata a c tivat io n and schemata use; (d) graphic 
organizers, sp ecific al ly semantic mapping; (e) schemata 
interference; and (f) college developmental students.
Schema Theory as a Ba ck g r o u n d  for Inf ere nce-ma ki ng
An H i stor ic al Pe rsp ect ive 
The relationship of schemata to reading c o m p re he nsion 
has long been ackno wledged . Based on ideas in Gestalt
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psychology, Bartlett  (1932) let subjects In England read an 
A m e r i c a n  Indian folktale "The War of the Ghosts" and tested 
their recall of the story. He reported that Englis h readers 
cast their recall and In te rp retati on  of the folktale into a 
frame wor k more consistent with an English setting. Bartlett 
proposed that underl ying all stories was a schema, a set of 
expectations about the structure and content of the 
material. Bartlett's no tion of a schema finds its basis in 
work done by Kant. Kant defined a schema as a rule by which 
future exp eriences and concepts are judged.
Ausubel's (1963) "id ea ti onal scaffolding hy pothesis" 
first related schema theory to reading research. However, a 
period of twelve years passed before Rum el hart (1975) 
sparked new Interest and c o n t r ov ersy about schema theory 
(Anderson & Pearson, 1984). Subsequently, schema theory has 
become "the driving force behind empirical investigation s of 
the basic processes in reading" (Anderson & Pearson, 1984, 
p. 259).
De fi n i t i o n  of Schemata 
As a result of the a p p l i cation  of schema theory to 
reading research (Ausubel, 1963), the Information  a reader 
has available in memory for use wh en reading has been called 
frames (Minsky, 1975), scripts (Schank & Abelson, 1977), 
plans (Miller, Galanter, & Pribram, 1960), parsers 
(Rumelhart, 1980), files (Lee, 1984) and plays (Rumelhart,
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1980). Probably  the most common name for these structures 
Is, however, the one used by Bar tlet t- -schema  (singular) or 
schemata (plural). Schemata are defined as generic 
ch ara ct erizat io ns of people, places, events, and ideas. 
(Anderson, Spiro, & Anderson, 1977). A schema encompasses 
all our knowled ge  about a specific concept and the network 
of interrelations formed among other concepts (Rumelhart,
1980). Co mp r e h e n s i o n  occurs as a result of the inferences a 
reader makes be twe en schemata and the text (Anderson & 
P e a r s o n , 1984).
Ac cording to R u m e l h a r t  and Ortony (1977), schemata have 
four common features. These include the following: (a) 
Schemata have va ria bles,  (b) schemata can be embedded, one 
w it hi n another, (c) schema ta represent all levels of 
abstrac t knowledge, and (d) schemata represent knowledge 
rather than definitions. R u m elhar t (1980) added two more 
cha rac te ri stics  to descri be schemata: (a) schemata are
active processes and (b) schemata attempt to determine the 
goodness of fit of data being processed.
Types of Schema ta and their Role in lnferencing
Pe arson and Johnson  (1978) identified three types of 
q ue stions and co rr e s p o n d i n g  locations, two of which 
co rrespond with types of tex t-external inferences. These 
two include: (a) textually implicit questions whose answers 
require integ ra ti on of two or more sentences and (b)
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sc riptally Implicit questi ons whose answers come from the 
reader's schemata. Anderson, Plchert, and Shirey (1983) 
identified two general kinds of schemata used to read and 
recall text. Textual schemata provide an outline for the 
material students read. Co ntent schemata consist of the 
reader's know le dge and p erc ep tions about the world. They 
encompass the back ground  kn o w l e d g e  readers bring to the 
materi al they are reading. These types correspond to Rubin, 
Bruce, and Brown's (1976) and F r e d e r i k s e n 's (1977) 
cl assifica tions of inferences as text-specific and 
text-external.
Anderson, Plchert, and Shirey indicated that althou gh 
textual schemata and content schemata are different, both 
are used by and are important to a reader. However, they 
view content schemata as being more important to reading 
co mpr ehen si on  than textual schemata. Research  by N i cho ls on 
and Imlach (1981) confirmed the c o nc lu sion of Anderson, 
Plchert, and Shirey. In two exp eriments with 8-year-old 
students, researcher s at tempted to discover how text and 
prior kn owl edg e affect Inferences  made during reading. The 
first study altered text structure and content as well as 
text fa mi liari ty and acc essi bilit y.  The second study added 
a causal preference. Result s indicated that text 
In formation  and b ackgro un d k n o w l e d g e  compete for p r i or it y in 
comprehension, but that students of ten resorted to prior
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knowledge to answer inference questions even when the text 
ex plicitly stated needed information.
Summary
Anderson (1982) indicated that the schemata a student 
has available determine to a great extent what will be 
learned from a text. Comprehen sion,  then, occurs when 
readers make inferences based on what they know from prior 
knowl edg e and what they find in the text. ThuB, the reader 
has available two forms of schemata to aid comprehension. 
These include text-specific, or textual, which deal with the 
structure of text, and text-external, or content, which 
indicate a reader's backgr ound knowledge. Research 
(Anderson, Pichert, & Shirey, 1983; Nichol so n & Imlach,
1981) indicates that schema-based knowledge is more 
important to reading c o m p re he nsion and lnferencing than is 
textual knowledge.
lnf erencing
Bridging in feren ce s--ment al  jumps be twe en what is 
stated in a passage and prior k n o w l e d g e--c om prlses one of 
the key steps in a s ch ema-th eo retic acc ount of co mprehen si on 
(Anderson & Pearson, 1984). Al tho ugh these inferences 
depend on the text-external schemata a reader possesses, 
less sop histicated readers are more likely to have
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difficulty making the bridges ne ces sary to interweave 
text-specific and text-external  schemata into a unified, 
und er st andabl e structure (Anderson & Pearson, 1984;
B ra nsford et al., 1982, Carr, Dewltz, A Patberg, 1983).
This is caused by the diver sity and complexity of the 
ne ce ssar y Inferences.
Types and Functions of Inferences
Essential to und erst anding inferences is an examin ati on 
of what they are and what they do. Trabasso (1981) stated 
that Inferences either (a) specify semantic and/or logical 
relations betwee n propo sitio ns  or events or (b) interject 
missing information n e c es sa ry for forming these relations. 
Based on Schank's (1975) theory of language and memory, 
Warren, Nicholas, and Tra basso (1979) called the first type 
of inference tex t-c on necting  and the second slot-filling.
Ac cor ding to A n d e r s o n  and Pe arson  (1984), readers make 
at least four types of inferences. First, inferences aid 
the reader in de cidin g which schema to activate to process a 
text. Second, inferences play a role in the instantia tion  
of slots withi n a selected schema. This occurs when a 
reader uses given inf or matio n to infer other charact eristics  
or concepts. Third, readers often make inferences when 
faced with a concept they know not hing about or which is 
inadequately explained. Fourth, a reader makes Inferences 
by assigning defaul t values. This form of lnf erencing is
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al most routine in c o m p re he nsion (Anderson & Pearson, 1984). 
The default Inference Is the one most people think of when 
discussing the lnferenci ng process. Because writers assume 
they and their readers share much backgr ound knowledge, they 
often omit Information. When readers fill these gaps, they 
are assigning default values.
The functions performed by inferences in 
co mp r e h e n s i o n  are as diverse and complex as the types of 
Inferences Identified by researchers. Flood (1978) 
specified six purpose s for inferences in compr eh en sion of 
text: (a) g e ner at ion of macro- and microstructures, the
creatio n of larger or smaller units of text information; (b) 
generatio n of cause, the es ta blishm en t of a context through 
preced ing  and succe eding informa ti on to increase 
comprehensibil ity; (c) ge ne r a t i o n  of dimension, creation of 
a spatial framew or k to help the reader understand; (d) 
a c c o m o d a t i o n  of referents, the g e nerat io n of referents to 
clarify am biguous text; (e) g e nerat io n of case frames for 
text elements; and (f) g e neratio n of attributes, the 
spec if icat on  of i nf ormati on  about characters, settings, or 
other dimensions. Trabas so (1981) also identified four 
functions of inferences in reading comprehension: (a)
res ol ut ion of semantic ambiguity, (b) re solution of nominal 
and pronominal  references, (c) es tabl is hment of context, and 
(d) estab li shment of a larger, interp retive framework.
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Inferences are nec essary  for co mprehen si on to occur (tfarren, 
Nicholas, & Trabasso, 1979).
Causes of lnferenc in g Dif ficulties 
Clark (1977) indicated that inferences play a central 
role in c o m m un ic ation and that making Inferences takes both 
skill and knowledge. A vari e t y  of reasons account for the 
difficulties some students have in drawing the inferences 
ne ce ss ary for under s t a n d i n g  (Haviland & Clark, 1974).
Un av ai l a b i l i t y  of Back g r o u n d  Knowled ge
Because content schema ta are n e c es sary for 
co m p rehens io n (Anderson, Plchert, & Shirey, 1983; N i c hols on  
& Imlach, 1981), a d i scussi on  of lnf erencing inability 
should begin with an e x a m i n a t i o n  of the role background 
k n o wl edge plays in lnferencing.
A research study co nducted by Chiesl, Spillich, and 
Voss (1979) examined how knowle dg e of a given topic 
influences the a c q u i s i t i o n  of top ic-related knowledge.
Groups of college students with high and low prior knowledge 
of baseball were e sta bl ished through a pretest of 
terminology. In each of five experiments, passages 
contai nin g informati on about baseba ll  were presented. 
Per for ma nces for both groups were evaluated based on tests 
for recall of high and low im por tan ce ideas. Results of the
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five experiments indicated that know ledge of a topic 
facilitates the a cq ui sition of topic-related information.
Pearson, Hansen, and Go rdon (1979) dem onstrated the 
role background knowled ge plays in determining a reader's 
ability to process relations only partia lly specified by a 
text in compariso n to those that are fully and explicitly 
given by the text. In the first of two experiments with 
2nd-grade subjects, res earchers found that there was an 
overall effect for prior knowl ed ge on comprehension. The 
follow-up experiment gen erall y confirmed that students with 
well -de ve loped topic schema answer more questions about a 
passage than those with po orly developed schema. Their 
conclusions support the idea that if a schema is 
sufficiently developed, the int egration of prior knowledge  
and new information is less difficult.
Research by Omanson, Warren, and Trabasso (1978) 
examined the inferential ability and recall of 5- and 8-year 
olds by altering the re ferential inf ormation nece ss ary for 
understanding. Res ults led to the concl usion that available 
prior knowledge  affects the nu mber of inferences more than 
memory or control mechanisms. In addition, they found that 
the number of inferences made by the reader co rresponded 
positively with comprehension.
A study by Wilson  and Ha mm ill (1982) supported the 
findings of Omanson, Warren, and Trabasso (1978). Four 
groups of 9th-gr ade subjects with  differing ab ility levels
24
were asked to pause during reading and paraphras e clauses 
from a short g e ograph y passage. Paraph rases were evaluated 
in order to judge if diffe rences in thinking processes 
related to the readers' ability. Findings suggest that good 
readers draw more inferences than poor readers, perhaps as a 
result of gr ea te r ba ckg r o u n d  knowledge.
Res earch  by Townsend  (1980) concluded that prior 
k n ow ledge a ct iv ation enhances compr eh ension and, 
specifically, h i g h er-leve l comprehension. Forty- ei ght 
college students were divided into two groups, one group 
receiving a pp ro priate  context ual informat ion before reading 
passages and one group receiving  no or inapp ropriate 
co ntextual informa tion before reading passages. Recall of 
students who received appro pr iate context exceeded that of 
students who did not.
Inabi lit y to A c t iv at e and Use Schemata
Altho ugh  ba ckg r o u n d  kno w l e d g e  is a prerequis ite for 
ma king valid inferences, ha v i n g  bac kg ro und k n ow le dge in 
memory does the reader no good if it is not activated and
used when reading. Thus, the second area to be examined in
lnf erencing Inability consists of the non -a ct i v a t i o n  and/or 
misuse of schemata.
Bridge and Ti er n e y  (1981) examined the amount and kind
of explicit and inferred in fo rm a t i o n  in the free and probed
recalls of able and less able 3rd-gr ade readers. Thir ty -six
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fluent and no t- so - f l u e n t  readers orally read two basal 
passages having e x p o s i t o r y / i n f o r m a t i v e  and
n a r r a t i v e / e n t e r t a i n i n g  tendencies and retold all they could 
remember. Results Indicated that good readers recall more 
explicit inform ation and generate more inferred information 
than poor readers. Moreover, although poor readers stored 
information during encoding, they needed more probing and 
greater encourage me nt to retrieve  that information from 
memory. Findings also showed poor readers were less able to 
differentiate be tw e e n  explici t and implicit information and 
needed more en cour ag ement to recall the limited amount of 
inform ati on they were able to remember. Resear ch by Wil son 
(1979) supports these conclusions.
Wilson (1979) examined the compr e h e n s i o n  strategies of 
36 average and below averag e readers in grades 6 and 7. 
Students read equiv a l e n t  passages and answer ed four factual 
and four inf erential qu est ion s before, during, and after 
reading. Wi lson found that av er age readers answer 
inferential question s more a c c u r a t e l y  than below average 
readers and con cluded these diffe re nces may result from 
average readers' abilities in synt he sizing and org anizing 
Information.
Holmes (1983) conducte d a study to determine wh eth er  
poor 5th-grade readers were as adept as good readers in 
answering po st -read in g c o m p r e h e n s i o n  questions when their 
prior knowledg e for the answers to the questions was judged
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to be either accurate, inaccurate, incomplete, or missing. 
Holmes randomly selected 56 students with equ ivalent IQs 
from a population screened for reading ability and prior 
knowledge. The students were classified into four groups as 
good and poor readers with more and less general prior 
knowl edg e for the topics. Subjects read passages writ t e n  at 
app ropriate instr uctional reading levels and answered 
text-exp 1icit and text-imp lieit questions. Findings 
indicated poor readers failed to use prior knowledge to the 
same extent as did good readers. Results also suggested 
poor readers experienced diffi cul ty answering text-implicit 
questions even if they po ssessed adequate prior knowledge 
for the topic. Holmes found greate r differences betwee n 
good and poor readers wi th more prior kn owledge for the 
topics than between good and poor readers with less prior 
knowle dge  for the topics. These findings co ntradict the 
idea that the inabilities of poor readers to answer 
te xt- implicit questions is due to a lack of prior knowledge.
Feeley and Vepner (1985) attempted to evaluate the 
effects of direct exposu re to selections on common, everyday 
topics. In addition, the study investigated whether 
students exposed to the topics would indicate me tac og nitive 
awareness of this knowledge. Subjects consisted of 33 
deve lop mental college readers randomly assigned to 
experimental or control groups. The experimental group 
received articles on the topics of the a standardized basic
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skills e xa mi nation  to augment wh ateve r skills were being 
taught in the course text. The control group received 
articles on topics unrelated to the standardized test 
passages. Al tho ugh  the students in the exper imental group 
were more aware of their increased knowle dge about the 
topics, exposure to related informat io n failed to increase 
posttes t scores as compared to the control group. These 
findings support the co ncl u s i o n  that possessing background 
kn owl edge is not the same as acti vating it.
Inability to Organiz e Informati on
Unless readers organize conceptual and textual schemata 
in such a way that they find meaning, lnferencing cannot 
occur. Thus, a reader's diso r g a n i z a t i o n  of information 
forms a third factor to exa mine in lnferencing inability.
Cromer (1970) compared poor readers who were assumed 
to read wo rd -by-wor d and poor readers who were assumed to 
have relatively inadequate vo ca b u l a r y  skills with both good 
readers and each other. Subjects were asked to read 1 of 4 
sets of 5 stories. Each set of stories was presented in 1 
of 4 different modes: (a) regular sentences, (b) single
words, (c) mean ingful  phrases, and (d) fragmented word 
groupings. Subjects read the first story in each set orally 
but co mp re hension  was not assessed. The remaining stories 
were read silently with s u bsequ en t evaluation for 
comprehension. Findings support the idea that poor readers
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typically fail to organize reading input in a way that 
fa cilitate s good comprehension. However, when poor readers 
are encouraged to group their reading in a meanin gful way, 
their co mp re hension  scores were equal to those of good 
r e a d e r s .
Marshall (1976) probed the structure of memory  for text 
by analyzin g the unde rlying semantic structure of text and 
comparing it with subjects' recalls. Subjects co nsisted of 
112 community college students and 48 Cornell Uni ver si ty  
undergraduates; the Cornell students were considered to be 
the more able readers. Subjects read random ly -assign ed  
passages, recorded reading time, and wrote free and probed 
recalls. They then repeated this procedure with a 
different, but comparable, pa ssage  the next day. The 
community college students recalled sign ificantly  more 
content when informatio n was exp lic it ly stated in the text. 
In addition, community college students tended to recall 
more isolated concepts and fewer propositions whereas 
Cornell students tended to recall more pro posi ti ons and 
fewer details.
Summary
The Inability of less fluent readers to make Inferences 
betw e e n  textual and content schemata results from either a 
lack of suffi cient and valid bac kg ro und knowledge, an 
inability to activa te or use that Information, or an
inability to organize it. Bec ause schemata either provide 
frameworks upon which readers build unders tanding and me mor y 
or allow readers to fill-in i nf ormatio n not specified by the 
text, less-fluent readers need to know about the content 
they are reading. They also need to develop the ability 
ne ces sary to access and or gan ize for use the schemata they 
possess for a topic.
Student-directe d Schemata A c t i v a t i o n  and Schemata Use
Studies involving the a c t i v a t i o n  of schemata fall into 
two categories: tea cher-dr iv en and student-driven. 
Instructional activities wh ich provide active reading 
experiences and are more int er nal l y - d r i v e n  (self-controlled) 
than e xt ernally -d riven (t eacher- con troll ed) provide students 
with skills for use in other ac ademic settings ( S m i t h - B u r k e ,
1982). Brown, Smiley, Day, Townsend, and La wton (1977) 
suggested that training studen ts to generate  information 
from their schemata improves their co mpre he nsion of 
ambiguous information. Cralk and Tulvin g (1975) indicated 
that students remember what they do more often than what 
they see or hear. Ad ditio na lly, current research on the 
development of c o m p re he nsion seems to Indicate that students 
need ins truction in areas wh ich make them more active 
readers (Duffy, 1981; Duffy, Roehler, & Mason, 1984).
Raphael and Pe ar s o n  (1982) trained 6th-grade subjects
of differing ability levels in a system of identifying the 
location to answers of recall questions called QARs. The 
system, one which students implem ent  independently, 
consisted of three QARs based on Pearso n and Johnson's 
(1978) categories of text questions. These QARs include:
(a) Right There--word s which form both the qu estion and 
answer are in the same sentence; (b) Think and Search--the 
answer is in the text, but words forming the q u e sti on  and 
answer are not in the same sentence; and (c) On My Own--the 
answer is not contained in the text. Findings indicated 
that low-ability students gained more from the instru ction 
than did hi g h - a b i l i t y  students and that performance was 
higher on the second and third types of QARs. Follow-up 
studies by Raphael, Wonnacot, and Pe arson (1983) and Raphael 
and McKinney (1984) suggested that training in QARs enhances 
the qualit y of answers, p a r t i c u l a r l y  for average and low 
ability students.
Crafton (1983) determine d that natural reading 
ex periences allow readers to constr uct schemata which can be 
used to comprehe nd other texts. Thirty llth-grade students 
were randomly assigned to ex perimen ta l and control 
conditions. The experi menta l group read two related 
passages, and the control group read two unrelated passages. 
Subjects read the first passa ge with o u t  interruption; 
however, during the reading of the second passage, subjects 
stopped at pr e-s ele cted points to use specific, pre-taught
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guidelines to talk about their reading and thinking. 
Verbalizat ions were analyz ed and described in terms of four 
criteria: (a) size of segment of text focused on, (b)
organiz at ion of the ver baliz at ion, (c) wh eth er  the 
ve rb al izatio n was text explicit or from outside the text, 
and (d) the subjects' feelings about ideas presented in the 
text. Results showed that the ex pe rimenta l group 
con sis te ntly focused on larger segments of text, generated 
more inferences, and produced re tellings that were better 
organized, lengthier, and more focused than did the control 
g r o u p .
In a study by W i t t r o c k  and Ca rte r (1975), 
undergradu ates received lists of words in proper, related, 
and random h i e r a rc hical order and were asked to either 
reproduce or copy the list exactly as wr it ten or to 
re-organize the words and copy their version. Findings 
indicated that the group allowed to genera te their own lists 
did as well as the subjects who were gi ven  the proper 
hierarchy. Vitt r o c k  and Carter conclud ed that students 
learned through their ma ni p u l a t i o n s  of the listings.
An ex periment by Langer and Nic olich (1981) tested the 
effect of a metho d similar to free recall on the acti vation  
of prior knowledge. After 36 high school subjects wrote 
free as soc iatio ns to concepts, re searchers categ orized their 
writings and examined them to det ermi ne  the relations 
between overall level of prior kn o w l e d g e  and the
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organizatio n of recall. Resulti indicated that level of 
prior knowle dge relates to passtge recall, ind ependent of 
subject's IQ.
Wilkerson (1986) examined 8th-grade subjects 
comprehensi on of a science text with two different 
instructional str ategies, one teacher-manual  generated 
lesson and one stud en t- g e n e r a t e d  lesson. Findings Indicated 
that the s t u d e n t- ge nerate d lesson facilitated co mpreh en sion  
to a greater degree than did the other treatment. In 
addition, the great es t effect  was in inference-making, 
specifically, in relating text infor mation to prior 
knowledge. R e s earch by A llen (1985) also identified the 
c or re lation  betw een self-ge ne rated inf ormation and quantity  
of inferences. In addition, Fr ank s et al. (1982) in 
research with 5th-gr ade subjects found that poor readers 
learned more from implic it passag es which required 
self-generated elaborations.
Research by Ha nsen (1981) looked at the ef fic acy of 
instru cti on intended to make 2nd-grade subjects more aware 
of the way schemata af fect comprehension. Three treatment 
groups--a control group who received  a mixture of literal 
and inferential questions, a q u e st io n group who received 
Inferential questions, and a strate gy group who Integrated 
text and b ac kground  kn o w l e d g e  be fore r e a d l n g --partl cl pated 
in the study. Subjects in the strategy group wrote on 
strips of paper: (a) what they'd do if involved in a
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situation similar to the one outlined in the story and (b) 
what they predicted the main charac ter would do. Subjects 
then wove these strips into a serrated, paper model of their 
brains. The weaving of these strips attempted to 
demon str ate how a reader needs to weave what he knows with 
the text. Her results indicated a training effect in which 
perfor man ce increased for posttest scores but had little 
effect when measur ed on a transfer of training task.
Summary
Schemata a c tivatio n takes place through the initiatives 
of either the teacher or the student. Ins tr uction which is 
st udent-di rected makes the student a more independent, 
active learner and transfers more easily to other settings. 
In addition, it Improves c o m p rehe ns ion and recall. In 
conclusion, students rememb er not what they are told or 
shown but what they do.
Ad va n c e  Or gan ize rs and lnferencing
Ausubel (1968) stated that advance organizers provide 
the ideational scaffolding for the retention of the material 
that follows. Stated in Bc he ma-theoretic terms, they either 
activat e material that follows or help the reader develop a 
schema relevant to the text. He further Indica ted that 
ad vance organizers enhance learning because they help the
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learner clarify and organize cognitive structures prior to 
learning. In addition, they aid readers in making 
inferences n e c es sary to bridge gaps ne cessa ry for 
comprehens ion.
A review of the use of advance organizers, in general, 
found an overall positiv e effect for them (Luiten, Ames, & 
Ackerson, 1980). Sledge (1978) indicated that advance 
organizers are most b en eficial  with less able students. In 
addition, the use of one type of advance organizer, the 
structured overview, has been parti culary effective with 
expository text (Moore & Readence, 1980).
Carr, Dewitz, and Patberg (1983) examined the 
effectiveness of a structured overview to activate schemata, 
a cloze procedure to develop inferential thinking, and a 
se lf- monit or ing che c k l i s t  to train students to use these 
procedures independently. Seven ty-five 6th-grade students 
were divided into three groups- -two treatment and one 
control. One treatment used the cloze to integrate text and 
schemata, and the other used both the struct ured overview 
and the cloze. The control group read the same materials 
but received no training on any strategy. Posttests 
measu red  Increases in students' Inferential co mprehen si on 
skills. Results indicated that althou gh students in both 
treatment groups increased their inferential co mprehen si on 
skills, the less able readers gained most from training.
Dewitz, Carr, and Patberg (1987) examined the effects 
of four treatments on 101 high-, middle-, and low-ability 
5th-grade students. These treatments IncLuded (a) a cloze 
strategy, (b) a structured overview, (c) a comb in a t i o n  of 
these, and (d) a control. Results indicated the cloze 
strateg y was more effective than the structured ov ervi ew  and 
as effective as instru ction which combined the two in 
affecting inferential ability. Dewitz, Carr, and Patberg 
concl ude d the Ineffec tiveness of the structured overvi ew may 
result from how it was used in instruction. Teachers gave 
the overview to students and discus sed it. They suggested 
that if students were actively  Involved in the prepa ra tion 
of the overview, they may have made the mental connections 
nece ss ary for lnferencing.
Semantic Mappin g as a Means of Schema A c t i v a t i o n
Semantic mapping, a form of advance organizer, allows 
students to ac tively  engage in the acti v a t i o n  and 
o r g a n iz ation of their b ack gr ound kno wledge  about a topic 
(Ar mbruster & Anderson, 1980; H a n f , 1971; Merritt, Prior, & 
Grugeon, 1977; No vak & Gowin, 1984). Heimli ch and Pit teloan 
(1986) stated that a l t hou gh  semant ic mapping is an old 
concept having many labels (semantic webbing, semantic 
networking, plot maps, etc.), its va lue has been 
re discovere d with an increased un dersta nd ing of Its
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importance in prior know le dge activation. One generative 
form of the semantic map is the concept map, a graphic model 
which allows students to or gan ize  hi erarc h i c a l l y  and to show 
relations betw een gen eral and specific concepts about a 
topic (Novak & Gowin, 1984).
Accord ing  to A rm br uster and Anders on (1982), mapping 
enables students to become involved with text meanin g and 
provides a visual summary of text structure. More 
importantly, becaus e maps g ra ph ically  represent text meaning 
and the information a stu dent knows about the text, they 
help students to relate n e w  words and concepts to what is 
already kn own (Johnson, Pittelman, & Heimlich, 1986). 
Further, both instructors and readers find value in 
re cognizing areas where new information  is needed and can be 
easily added (Johnson, T o m s - B r o n o w s k i , A Pittelman, 1981). 
Thus, the graphic r e p r e s e n t a t i o n  of concepts allows students 
to see the relations betw e e n  concepts, the weaving 
considered import ant by Hansen (1981) and Ha nsen and Pearso n 
(1984). Finally, in add ition to its value as a prereading, 
schema- ac tivatio n device, a semanti c map constitutes an 
effective po st-reading activity. Used after reading, 
semantic maps stimulate recall, organization, and 
integration of infor mation (Heimlich & Pittelman, 1986).
Although much resear ch has examined the effects of 
mapping on voca b u l a r y  a c q u i s i t i o n  (Anders & Bos, 1984;
Hagan, 1979; Johnson, T o m s - B r onowsk i,  & Pittelman, 1981,
37
1982; Karbon, 1982; Levin, Pittelman, Levin, Shriberg, 
T om s-B ron owski, and Hayes, 1984; Margosein, PascarelLa, & 
Pflaum, 1982; Toms -Bronowsk i, 1982; Vost, 1983), other 
studies examined the effic acy of semantic mapping as a 
method of increasing co mp re h e n s i o n  and recall. These 
studies fall into two d i s ti nc t categories: (a) studies
examining the overall e f f e ct iveness  of semantic mapping 
instruction and (b) studies c on trastin g semantic mapping 
with more traditional approaches.
The Efficacy of Semantic Mapping
The efficacy of semantic mapping as a means of 
ac ti v a t i n g  schemata is basic to its use. Because a semantic 
map can be developed from a student's own ideas prior to and 
after reading, it becomes more personal and less abstract, a 
key component in increasing the va lue of any advance 
organizer (Tierney, Readence, & Dishner, 1984).
Another strategy related to semantic mapping has been 
r e s e a r c h - t e s t e d . Langer 's (1981) Pre-R eading Plan (PReP) 
involves a three-step a s s e s s m e n t / i n s t r u c t i o n a l  procedur e for 
use before reading. These three phases include: (a) initial 
as sociation s with the concept, (b) reflections on initial 
ass oci ations, and (c) reform u l a t i o n  of knowledge, steps 
similar to the ones sugge sted by Johnson, Pittelman, and 
He im li ch (1986) for de vel o p i n g  a semantic map.
To test the effec tivenes s of PReP, Langer (1984) 
conducted a study, first cl assifying 161 sixth-grade 
students into abo ve-level, on-level, and below-level groups. 
Students were then randomly  assign ed to treatments. During 
the first session of the experiment, subjects completed 
either free a s s o c i a t i o n  me asure s for two related passages or 
free as sociat io n measures to stimuli unrelated to either 
passage. One wee k later, second and third sessions were 
held, each consisting of a p re-read in g activity, a repeat of 
the free associ a t i o n  measure, reading of the passage and 
completion of a twenty-item crit erion  measure (ten 
superordin ate and ten subor di nate questions). Findings 
Indicate that PReP could be used to measure backgr oun d 
knowledge. In addition, PReP was found to be highly related 
to passage compreh en sion and a reliable predictor of 
comprehension.
Sw e etl an d and Risko (1986) used case studies to examine 
whether concept mapping, used with a language experience 
approach, wo uld fa cil itate  re adi ng achieveme nt  of lst-grade 
students and teacher effectiveness. Obser vatio ns took place 
over a four-week period; add itio na l quant itati ve  
measurements (oral reading samples, student diagnostic  
tests, etc.) were also taken. Results showed that when the 
teacher's b e h av io r became more open, students' recall of 
sight words, oral reading, and co mp re hensio n increased. 
Addit ion ally, students were bette r able to order concepts
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h i e rarchic al ly and to d i f f erenti at e between more and less 
important information.
Pittelman, Levin, and John s o n  (1985) examined the 
effectivene ss of semantic mapping ins truction with 4th-grade 
poor readers in small groups of poor readers or in 
m i x e d - a b i 11 ty classes. I nstru ct ion took place twice daily 
for three days. After one-an d - a - h a I f  weeks, a twenty-four 
item vo cab ulary  test a d m i n iste re d prior to treatment was 
given again. Alt ho ugh no si gni fic ant differences between 
poor readers in either the sirailar-ability small group or 
m i x e d- ab ility larger group were found, poor readers who 
received semantic mapping ins tr uc tion had significantly 
hi g h e r  gain scores than did the control.
Semantic Map ping vs. T raditio na l Com prehen si on In str uct ion 
Strategies such as semantic mapping which help readers 
connect the schemata in their heads to text informat io n are 
important components of reading instruction, parti cu larly if 
these strategies foster in depend en ce and hi gher-l ev el 
cognitive pro cessing (Shenkman, 1982). Comparing semantic 
mapping to more tra ditional ins tructiona l approaches is 
ne ce ssary to determine its overall effectiveness.
Research by Carter (1984) compared instruc ti on in SQ3R 
(Robinson, 1970) with ins truction in semantic mapping for 20 
le ar ni ng-disabl ed 3rd-, 4th-, and 5th-grade subjects. SQ3R 
consists of a rea ding /study strategy which consists of
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previewing, questioning, reeding, reciting, and reviewing in 
order to aid u n d e rs ta nding and recall. Tr eatment took place 
over a 15-week period, and subjects were tested immediately 
following reading, following a 2-day delay, and following a 
7-day delay. Results indicated that the semantic mapping 
groups had si gnifica nt ly higher mean scores than did the 
SQ3R groups.
Using 111 seven th-grade subjects, Denner (1986) 
compared the effects of notetaking, re-reading, and episodic 
organizers (semantic maps and webs) on encoding of complex 
narrative text. After reading passages, subjects 
constructed an episodic organizer, studied a provided 
episodic organizer, took traditional notes, or re-read. The 
following day, subjects provid ed wr it t e n  recalls of the 
story. Results indicated that the two more active 
notetaking methods, semantic maps and webs, increased recall 
of hig h - i m p o r t a n c e  story items.
Sinatra, S t a h l - G e m a k e , and Berg (1984) examined the 
differences bet ween semantic mapping and verbal readiness 
instruction. T w e n t y - s e v e n  le arning-disa bled 8th-grade 
subjec ts participated in the study. Verbal readiness 
instructio n took the form of traditional directed reading 
lessons in which the teacher an nounced and wrote the name of 
the select ion on the chalkboard, discussed new content, and 
introduced new v o cabula ry  terms orally and visually. 
Researchers  found that 19 subjects had significa ntly higher
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total co mp reh ension when semanti c mapping was used whereas 
two subjects had the same c o m p rehens io n score on both 
approaches and six reacted more posi ti vely to verbal 
readiness Instruction. In addition, both teachers and 
students reacted more p ositiv el y to map ping instruction.
Three studies with basal readers compared the 
effectiveness of semantic mapp ing with traditional basal 
reading lessons. Johnson, Pittelman, T o m s - B r o n o w s k i , and 
Levin (1964) compared semantic mappin g and feature analysis 
(a instruc tional method in vol ving the ca t e g o r i z a t i o n  of 
common features of various concepts) with a modifie d basal 
approa ch as pre -r eading act iv ities  with 4th-grade  students. 
Subjects receiving full treatmen t received prereading 
vo ca bula ry  instr uc tion and read a basal passage; subjects in 
a partial treatment group either received the prereading 
ins truction or read the passage; and subjects in the control 
group did not receive the i nstru ct ion or read the passage. 
Results showed no sig ni f i c a n t  treatment dif fe rences between 
groups on c o m p rehensi on  when groupe d by prior knowledge. 
However, the c o m p r e h e n s i o n  scores of students instructed in 
mapping and feature analysis tended to be hig he r than those 
students who received tr adi tio nal Instruction.
Prater and Terry (1985) examin ed wh eth er  5th-grade 
students who drew semantic maps before and a ft er reading 
basals comprehended more and w rote  better summaries than 
students who received traditional basal instruction.
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Findings indicated that students receiving napping 
instr uct ion scored higher  on a co mprehe ns ion posttes t than 
did the students receiving basal instruction. There were, 
however, no di fferences found in quality of summary writing.
Jones (1984) compared the effects of semantic mapping 
and a traditional basal a p p ro ac h as prereadin g instru ction  
with 5th-grade, black, inner-cit y students. Three treatment 
sessions of a p p r o x i m a t e l y  45 mi nu tes each consisted of 
inst ruction and posttesting. In addition, at the end of the 
final treatment, students completed an attitude 
qu estionnaire. The semantic ma pping  group scored 
si gnifi ca ntly high er  on vo ca b u l a r y  a cquis it ion and 
p a s s a g e- sp ecific reading co mpr e h e n s i o n  questions. No 
si gnificant  differ ences were found in the attitudes of 
students toward treatment.
Summary
Advance organizers help readers to either activ at e 
schemata, develop schemata re lev ant  to the text, or organize 
and Integrate schemata and new information. Semantic 
mapping, a form of advance organizer, is a stu dent-d irect ed  
activity which allows readers to gr aph icall y represent their 
backgroun d kn o w l e d g e  and infor ma tion gained from text. 
Furthermore, maps help them id ent ify  gaps in existing 
knowledge. Finally, studies which  compare semantic mapping 
in str uction with more traditional approaches (i.e., SQ3R,
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notetaking, basal reader instruction, etc.) find semantic 
mappin g sig nific an tly more effect ive in increasing 
co mpr eh en sion and recall.
Schemata Int erfer en ce
Bartlett (1932) Indicated that recall becomes more 
a b s tr act and thematic as time passes. As time and other 
distortions affect memory, they also affect a reader's 
schemata. In turn, these schemata affect both the amount 
and structure of new informa tion (Ausubel, 1963; Bartlett, 
1932). This effect is adverse. Although  much resear ch has 
concluded that, in terms of prior knowledge, "more is 
better" (Lipson, 1982, p. 244), only a few studies have 
examined the effects of what Gordon  and Rennie (1986) call 
incomplete, ill-defined, inaccurate, or vague schemata.
Researc h by Li pson (1982; 1984) indicated that average 
and be low-average 3rd-grade subjects learned new inf ormation 
better  when they modified inaccuracies In old inform ation 
and that above average, u p p e r - e l e m e n t a r y  Btudents often 
d is regarde d text inf ormation wh en it conflicted with 
c u l t u r a l l y- speci fi c b ackgr ou nd knowledge. A previous study 
of c u l t u r a l l y- sp ec ific in formation was conducted by 
Steffensen, Joag-Dev, and A n d e r s o n  (1979). A m e r i c a n  and 
Indian subjects read accounts of Ame ri can and Indian 
weddings. Findings Indicated that subjects read faster and
44
remembered more elabor ate and less distorted Inf ormation 
about the c u lt ur ally correct passage which did not conflict 
with in formation  in their prior knowledge. In addition, 
research by Ma rs hall and G lock (1978-79) and Berger (1978) 
indicated that poor readers exp erience di fficulty in 
un derst an ding and ma ki ng use of text inf ormation wh ich fails 
to support their backgroun d knowledge.
Peeck, van den Bosch, and K r ue pe ling (1982) attemp ted 
to determine the effects of a schema act iv ation procedure on 
5th-grade subjects. Subjects received text incongruous with 
their prior knowledge. Findings showed that students who 
ac tiv ated prior kno w l e d g e  recalled more of the incongruous 
infor mat ion than those who did not activate schemata. 
Alvermann, Smith, and R e a den ce  (1985) extended Peeck, van 
den Bosch, and Kr u e p e l i n g ' s  study and examined the effects 
of prior k n o wle dg e a c t i v a t i o n  on averag e 6th-graders. In 
contrast to the findings of Peeck, van den Bosch, and 
K ru ep eling' s results indica ted that conflicting prior 
kn owl edge took p r e c e d e n c e  over text information.
R esear ch ers su gge sted i ns tructio n in textbook use and the 
ad justment of prior knowl ed ge when confronted with 
misc onc eptions . In addition, they indicated the need for 
teachers to ev alu ate students' prior knowledge before 
ins t r u c t l o n .
Hynd and A l v e r m a n n  (1986a; 1986b) examined the effects 
of ref ut at ion text on d e v e lop me ntal and non develo pment al
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college readers with m i s co nceptio ns  In physics. Although 
reading the r e fu tation text affected  mis conceptions, 
findings of the first exp erim en t indicated that ac tivating 
m is con cep tions before reading failed to alter the learning 
of developmental students. However, the second study found 
that wh en nondev e l o p m e n t a l  students activated misconcepti ons 
before reading, they recalled fewer important ideas than did 
subjects who did not activate misconceptions. Differences
in results may be due to dif ferences betwee n devel opmental
<
and no nd e v e l o p m e n t a l  students (Hynd & Alvermann, 1986b). 
Nonetheless, results of the experiments indicate refutation 
text has mi nim al effect on re struc tu ring misconceptions.
Summary
A lt hough reading re sea rch  indicates that increased 
prior kno wledge  posit i v e l y  affects recall, studies exist 
which indicate this is not n e c e s s a r i l y  the case.
Incomplete, ill-defined, inaccurate, or vague schemata 
(Gordon & Rennie, 1986) adver se ly affect compr eh en sion and 
recall. Thus, researchers and educators and readers need to 
assess the qu alify as well as qu antity of students' schemata 
b efo re and after reading. Errors in schemata act ivati on  and 
pr ocessing may result from students' inabilities to monitor 
their reading comprehen sion.  Such m e t a cognlti ve  activity 
enables students to reflect on their reading and recognize 
what they do and do no t u n derst an d (Brown, 1977). Pre- and
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p os t- readin g strategies, such as semantic mapping, which 
allow students to pr actice  schema activation, manipulation, 
and evalua tio n could decrease difficulties in schemata 
I n t e r f e r e n c e .
College De velo pm ental Students
The D e v e lo pm ental Population 
Godby (1984) stated that pos t-se condar y educat ion has 
un der gone what could be termed a fast evolution or a slow 
re vo luti on  in that the number of traditional post- secon dary 
students ( a c a d e m i c a l l y - a b l e , 18- year-olds from 
c o l l e g e - p re pa ratory schools) is decreasing. The students 
making inroads in these numbers, however, are not always 
disadvantaged, minority, wo rk in g class students. Instead, 
they come from a wide var iety of socio -economic  bac kgrounds 
and abi lity levels (Stephens & Weaver, 1985). Their 
emerg enc e into postsecond ar y educa tion resulted from several 
fac t o r s .
The Emer ge nce of a D e v e lo pm ental Popul ation
The return of an inc reasing number of adults to college 
class roo ms has been one factor in the alte ration of the 
p os t- se c o n d a r y  population. This return be gan with by the 
end of World War II (Cross, 1976). During the war, the 
mi litary ident ifi ed and attempted to meet recruits' needs
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for remedial training in reading and other basic academic 
skills. The success of this int ensified training led to the 
d evelo pm ent of remedial programs after the war. Once the 
war ended, the GI Bill also hel pe d veterans pursue 
e du cationa l endeavors. The arrival of these adults to 
post-se c o n d a r y  campuses initia ted a change which continues 
today.
By the year 2000, the N a t io na l Center for E d ucat io n 
Statistics reported, the m a j o r i t y  of Ame ri can citizens will 
be 30-44 years old, with a rising curve for 45-64 year olds 
(Golladay, 1976). As these adults grow older and retire, 
their lives change. Increa ses in their leisure time may 
lead to en rollment in college courses (Cross, 1981). Boaz 
(1978) reported that be tw e e n  1969 and 1975, there was a 557. 
increase in the number of older adults involved in organized 
edu ca tion al  pursuits.
In addition, three other groups of adults will continue 
to affect enrollments in post-se c o n d a r y  institutions.
First, un emp loyed  workers and worker s seeking career 
a dvanc em en t or change will also continue to seek 
p o s t - s e c o n d a r y  e d uc at ion (Aslanian & Brickell, 1980).
Second, the so-called "ca reer students" will also continue 
to add to the numbers of adults who enroll in college 
courses. Res earch  by Cross (1979) indicated that the more 
e du c a t i o n  people have, the mo re they want, and the more they 
tend to acquire. Finally, the increased numbers of older
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women returning to the work force after long absences also 
increases the ad ult p o pu lation  on college campuses (Cross,
1981).
Equal ed ucational op po rtunit ie s for all races have also 
affected the p o s t - s e c o n d a r y  educ ation landscape. Growth  in 
the nu mb er of mino rities enrolled on college campuses has 
resulted from a v a i l a b i l i t y  of financial aid, emphasis on 
p o s t-secon da ry degrees, increased numbers of immigrants, and 
greater educa tio nal alter natives (Cross, 1981).
Next, students' educa tional backgrounds also have 
contributed to changes in populations on college campuses. 
Research  indicates that many students lack basic reading 
instruction which nor ma lly takes place during elementary 
school years (Durkin, 1978; Guszak, 1967). Durkin's (1978) 
study of reading ins tr uc tion in element ary classrooms found 
that less than one pe rcent of instr uct ional time was spent 
in the actual teaching of comprehension. In 1982, Durkin 
followed-up this study by examining the teachers' manuals of 
six basal reader series for eviden ce of specific 
compre h e n s i o n  i n s t r u c t i o n  suggestions. She found that the 
manuals emphasized  a s se ssment and practi ce rather than 
explicit instruction. One strong impli cation of her study 
was that students seldom saw the connectio ns be tw ee n reading 
in school and re ading  on their own. Other findings included 
the absence of instru ctional st rategies for answering 
quest ion s and exp la natio ns  of answers. Guszak (1967)
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examined rea di n g / t h i n k i n g  skill development in elemen tar y 
reading groups co nsi sti ng of four classes at grades 2, 4, 
and 6. He found that teachers spent most instruction time 
on literal comprehen sion. In addition, the most dominant 
type of stu den t/ te acher i nt eractio n consisted of a qu estion 
followed by a single congruent response.
Finally, students with special needs comprise a group 
who are changi ng the traditional college scene. The needs 
of ha ndi cap ped Americans, emergi ng as a result of returning 
Vie tna m veteran s and c o mp li ance with Section 504 of the 1973 
Vocat ion al R e h a b i l i t a t i o n  Act, must be met (Tompkins, 1982). 
In addition, learning disabled students, prison populations, 
and hospital patients form a specialized segment of the 
no ntrad i t i o n a l  college population, needing other special 
educational services as well as remedial instruction.
Current State of De ve l o p m e n t a l  Edu ca tion Programs
Roueche (1981-82) hyp o t h e s i z e d  correctly that future 
p o s t - s e c o n d a r y  students will vary in age, experience, and 
race and ethnicity. He further postulated that these 
students would be identified by their collecti ve inabilities 
to perform basic academi c skills well enough to puruse 
college level work. Rouec he's pre di ct ion has been confirmed 
by Atkinso n and Long m a n  (1985) and, nationwide, by reports 
from the Depa r t m e n t  of Edu ca tion 's  Center for Statistics
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(1986) and CUNY, the City U n i v e r s i t y  of New York (Lederman, 
Ribaudo, & Ryzewlc, 1985).
A t k in so n and Long m a n  (1965) extended a study by Lane
(1984) which examined 500 high school transcripts of 
entering freshme n at a major state uni ve rs ity to determine 
the effica cy of increasing a d m i s s i o n  requirements. Students 
me et in g the proposed  requir ements  (957. enrolled in four 
years of English, 847. enrolled in three years of math, 407. 
enrolle d in three years of social science, 357. enrolled in 
two years of foreign language, and 197. enrolled in one year 
of comput er science) were deemed by Lane to be ready for 
college work. Ex amin a t i o n  of first- s e m e s t e r  transcripts of 
these students showed that al mos t half (487.) were enrolled 
in one or more de ve lo pm ental  courses.
The United States D e p a r t m e n t  of Educa ti on (Center for 
Statistics, 1986) indicated that 4 out of 5 colleges and 
un iversiti es n a t i o n w i d e  offered at least one remedial course 
in 1983-84. During that same year, 257. of freshmen  were 
enroll ed in remedial math, 217. took remedial English, and 
167. were enrolled in remedial reading.
In a national survey of 1269 Institutions, CUNY 
(Lederman, Ribaudo, & Ryzewlc, 1985) found that 85% of 
res pondents had ex per ien ced Inadequate academic prepar ation 
among entering freshmen. While the percentag e of students 
seen as needing remedial assis t a n c e  varied depend ing  on the 
type and size of the institution, 327. of students enrolled
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In math, 317* enrolled In English, and 287. enrolled In 
reading needed as sis t a n c e  with basic skills.
In Missions of the Co lleg e C u r r i c u l u m , the Carnegie 
Foun da tion for the A d v a n c e m e n t  of Teac hing (1977) indicated 
that colleges are obligated to give students any support 
neces sar y for helping them succeed in meeting educational 
goals. Bogue (1986) sugges ted that the ad mission of 
und erp repared students will continue  in the future and 
asserted that if colleges and univ ersities admit such 
students, they must make plans to assure educational 
opport uni ty and qual ity for them. Doing so requires an 
exa mi nati on  of the educati on al chara cteris ti cs of these 
students that separates them from the traditional collegiate 
s t u d e n t s .
Ch ara cteri st ics of the De ve l o p m e n t a l  Populat ion
The programs which meet the va ri et y of needs of college 
d ev elopmen tal students range from those which teach basic 
skills to those which enhance ac ad em ic per formance 
(Schmelzer & Brozo, 1982). Wh ateve r the case, the formal 
lecture ap proach and other more traditional instructional
l
appro ach es are in effective wit h them. Resear ch by Flippo 
and Terrell (1984) de monstra te d this.
In a study of 149 devel o p m e n t a l  college students,
Flippo and Terrell compar ed the effects of a more 
tra ditional instr uctio na l a p p ro ach (prescriptive) and a more
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person ali zed ins tructional technique. Subjects in the 
pe rso nali ze d treatment expre ssed more positive attitudes 
toward skill develop ment and more self-confide nce in their 
abili tie s to succeed in college than did the p r e s c riptiv e 
group. In addition, they expressed a positive attitude 
toward the in st ructi onal app roach they experienced. Thus, 
two decisions, made by the instru cto r of developmental 
classes, compri sed  the key to the success of development al  
programs (Roueche & Snow, 1978).
First, the instructo r decides what is to be learned. 
This decisi on is vital be cau se  content serves as a powerful 
motivato r for de ve lopment al  students, partic ul arly if they 
find the content to be of practica l utility or interest. In 
addition, content decisi ons  are important be cause many 
developmen tal students lack the necessary backgr ound 
kno wl ed ge to s u c c ess fu lly complete college courses 
(Drabin-Parteni o & Maloney, 1982). They assessed the 
backgroun d knowl edge of good readers, poor readers, and 
En gli sh as a Second Language (ESL) students in the areas of 
geography, Americ an hist o r y  and civics, and current events. 
D r a bin-Par te nio and Maloney found no significant difference  
in bac kgro un d knowledg e scores be twe en ESL (who had not 
lived in the United States for most of their elementary  
ed uca tion years) and remedi al readers (who had lived in the 
United States for most of their e l em en tary educ at ion years). 
However, the ESL and remedial readers differed si gnific an tly
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from the good reader group. As Obah (1983) Indicated, 
cultural or k n owl ed ge gaps form concept gaps. Such gaps 
lead to difficulties in changin g reading speeds, 
unders ta nding and integrat ing information, making 
pred ictions about content, and other integral 
read ing /s tudying  processes.
Second, instructors decide how the subject matter is to 
be taught. A c c o mmoda ti ng a va ri e t y  of learning styles and 
backgr oun ds requires a varie ty  of instruction al methods. 
Ut iliza ti on  of such activities as pr ogr amm ed instruction, 
c om put er- managed instruction, co m p u t e r - a s s i s t e d  instruction, 
contracting, and learning models enables ins tructors to 
a ssi st this diverse p o p u l a t i o n  (Schmelzer & Brozo, 1982; 
Spears, Atkinson, & Longman, 1984). Instructional 
strategies me eting the needs of dev elop me ntal learners 
Include mul tisens or y ap proaches, ind ividuali za tion, active 
invo lve ment of learners, un d e r s t a n d a b l e  goals, man ageable 
units, and frequent feedba ck (Cross, 1976; Gayle, 1982; 
Peterson, 1979; Ro ue c h e  & Snow, 1978).
In additi on to method of instruction, the tone of the 
de vel op mental cl assroom needs to differ from that of more 
traditional college classes. Devel o p m e n t a l  students who 
have experienced more than their share of failures, enter 
college suffering from p er fo rmance  anxiety, learned 
helpl ess ness, and a lack of m o t i v a t i o n  (Teega rden & Tarvin,
1982). The socio-t echni ca l work environment, defined by
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Thorsrud of the Oslo Vork Res earch Institute, formed a good 
model for the d e v e lo pm ental classroom (Vlrth, 1982),
Included In such a classroom would be: (a) freedom from
ex ces sive supervision, (b) assu m p t i o n  of resp on sibilit y for 
perso nal  learning, (c) a tt ai nable goals and frequent 
evaluation, (d) va ri e t y  of instruction al methods, (e) mutual 
respect from peers and instructor, and (f) an under standing 
of the relevancy  and v alue of course content.
S ummary
P o s t -s ec ondary  populations will continue to vary in 
age, experience, ac ade mic  skill, and race and ethnicity. If
such students will be known by their inability to 
succes sfu lly complete  college work, then it becomes the 
r e s po nsibi li ty of the in stitution which admits them to 
remed iat e their skills. Such de velopme nt al programs range 
from basic skills instruction  to academ ic performance 
enhancement. Wh i c h e v e r  nec essary, a wide va ri et y of 
teaching methods and materials will be needed to accomm odate 
students with div erse b ac kgroun ds  and learning styles.
Summary
Be ca u s e  c o m p r e h e n s i o n  depends on the integration of
text in formation with what a reader knows about a topic, the
inability of college develo pment al  readers to make 
connections betw e e n  text and schemata hinders their ability 
to read. The lack of so phist i c a t i o n  of such readers may be 
the result of in sufficient rea ding skills rather than 
cultural ignorance. That is, inferenci ng inability of poor 
readers might not n e c e s s a r i l y  be the result of inadequate 
stores of backg rou nd knowl ed ge but could Instead be a 
pr oduct of an inability to activate, organize, or use 
ba ck grou nd  information. Since student- dr iven learning 
ac ti viti es  more eff ec tivel y transfer to settings outside the 
reading classroom, semantic mapping, an advance organizer 
w hic h allows students to activa te and organi ze schemata 
b efo re and after reading, seems to be a viable al ter nativ e 
in structio nal technique.
CHAPTER THREE
METHOD
The research consisted of two studies in an effort to 
det e r m i n e  wh ether college d e v e lo pmental  readers and 
n o n - d e v e 1o p m e n t a 1 readers ac tivat e prior knowledge when 
reading and maki ng inferences (Experiment One) and if 
instr uc tion in concept mapping increases the degree to which 
these readers activate prior kn o w l e d g e  and make Inferences 
(Experiment Two). The study was undertaken in four stages: 
(a) the pilot study, (b) in str ume nt and material refinement, 
(c) Experim en t One, and (d) Exp er iment  Two.
The Pilot Study
A pilot study was u n d e r t a k e n  to determine the 
following:
1. Were there reading abil i t y  and prior knowledg e 
differences on the three depend en t measures (inferential, 
scriptal, and text explic it questions)?
2. Were the pretest and pos tt est measures reliable and 
valid?
3. Were the length and diff icult y of the target 
passage and the pretest and pos tt e s t  measures ap propriate?
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4. How much time should be allotted for each act ivity 
(i.e., reading the passage, and the adminis t r a t i o n  of the 
pretest and posttest)?
5. Was the pro ce dure for el imi nat ing subjects from the 
total pop ulation based on the prior knowledge pretest scores 
appropriate?
Me thod
S ubj ec ts
The target p o p u l a t i o n  consisted of 69 students enrolled 
in college developme nt al reading at Louisiana State 
U n iver si ty during the 1986 fall semester. On a recently 
administered N e l s o n - D e n n y  Re ading  Test (Form E) (Brown, 
Bennett, & Hanna, 1981), these subjects scored be low  11.0. 
From this group, a sample of 16 subjects with high prior 
knowle dge  of the target topic and 45 with low prior
knowle dge  of the target topic were selected following
adminis t r a t i o n  of the prior k n o wl edge pretest. Subjects 
falling in the fifth stanine we re omitted from the study.
From a target p o p u l a t i o n  of 82 non- develop mental 
freshmen and sophom ore subjects enrolled in ps ych olo gy 
courses, a sample of 52 subjects (non-dev elopmenta l readers) 
with high prior kn o w l e d g e  and 20 subjects with low prior
knowle dge  of the target topic was selected. Subjects
falling in the fifth stanine were omitted from the study.
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Ins truments
Interest I n v e n t o r y . An Interes t inventory consisting 
of the question "Name the five (5) topics about which you 
would enjoy reading" was given to 250 college develo pm ental 
reading subjects.
Prior Know le dge P r e t e s t . Students' prior kno wl edge of 
these topics was measured with a 30-item mul tiple -c hoice 
test (16 sp y/terrorism  items, h e r ea ft er referred to as 
scriptal items, and 14 distractors on baseball and Abraha m 
Lincoln). Items were rand om ly-ordered,  and there were five 
alter nat ives for each item on the test. Scriptal questions 
were based on in for mat ion from the World Book Encycl opedia 
(1985). Content v a l id it y for the items on this test was 
determined by a panel of 4 rea ding educators. A p p endi x A 
contains a copy of this pretest.
P o s t t e s t . The 16 scriptal questions (items wh ose 
answers called for back groun d knowledge) on the posttest 
were repetitions of the qu estions on the target topic from 
the prior kn owl edge inventory. In addition, 10 inferential 
questions (items which ask the reader to connect backgr ound 
Inf ormation with text information) and 10 text-explicit 
questions (items that had answers stated e x plicitl y in the 
text) questions composed the posttest. Items were 
randomly-ordered, and five alt erna ti ves were pres ented  for 
each item on the test. Four reading educators judged the
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items and Indicated that the items had content validity. 
Appen d i x  B contains a copy of this posttest.
Materials
Ta rg et  P a s s a g e . A 449 word passag e on the topic, 
terrorist activities and torture, was selected from The 
M a t l o c k  Paper by Ro bert Ludl um  (1973), a popular novel.
Using the Fry (1977) Re a d a b i l i t y  Graph, readabili ty for this 
passage was computed to be 8.0. The passage also conformed 
to Armbr ust er's (1984) criteria for co nsiderate text 
(obvious be gin nin g and con clusion, connectives, wide 
margins, clear type, etc.) as ju dge d by a panel of 4 reading 
educators. A copy of this pa ss age appears in Appendi x C.
P r oc edure
Si xt y-ni ne  developm en tal college readers at Louisi ana 
State Uni ve rs ity were given the prior kno wledge pretest 
during regular class hours, and 82 subjects enroll ed in 
ps yc holo gy  courses at Lou isi an a State Un ive rsity  were given 
the pr ior knowle dg e pretest in sessions conducted after 
regular class hours. P s ych ol ogy subjects received 2 points 
of class credit for p a r t i c i p a t i n g  in this study. Pretest 
directions read as follows:
"Today you are going to take a test of general 
information. Read each q u e s t i o n  below, select the best 
answer, and bl ac ken that answer on your computer  sheet."
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Although subjects had as much time as they needed to 
complete the pretest, ex ami ner s noted the amount of time 
subjects required. A delay of two weeks took place bet we en 
the adminis t r a t i o n  of the prior kno wledge pretest and the 
posttest.
Following the delay, the posttest was adminster ed  to 
four groups. A group of dev elo pm ental readers with high 
prior k n owledge  of the target topic (n = 16), a group of 
developmental readers with low prior knowledge of the target 
topic (jq = 45), a group of n o n - d e v e l o p m e n t a l  readers with 
high prior knowl edge of the target topic (_n = 52), and a 
group of n o n - d ev el opmenta l readers with low prior knowle dge  
of the target topic (n - 20) were given the target passage 
to read. After reading the passage, subjects were asked to 
answer posttest  questions. Dir ec ti ons read as follows:
"Today you are going to read a passage and answer some 
questions about what you have read. You will not be able to 
refer to the passage wh en answer in g questions. I am going 
to distribu te the pa ssa ges now. Take as long as you like to 
read them. Vhen you have finished reading, raise your hand, 
and I'll give you a set of qu estions to answer. Code your 
answers on your computer sheets. Instructions for answering 
the passage questions app e a r  on the test packet."
Subjects were not allowed to see the passage wh ile they 
an swe red the posttest. A l t h o u g h  subjects were allowed to 
take as long as they ne ed ed to read the passage and answer
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posttest questions, the exa miner noted the amount of time 
subjects requ ired to comple te the tasks.
Results
In te re st Inventory
Totals from the interest invent ories  were tallied and 
ranged from 1 (philosophy) to 91 ( m u r d e r / s p y / t h r i 1 ler/ 
adventue). Love and rom ance stories (90), True stories 
about people (65), and sports (64) were the second, third, 
and fourth most favorite topics. The target topic, 
terrorist activities and torture, was selected based on 
these t a 1 1 i e s .
R e l i ab il ities
The r el ia bility of the pr et es t me asure (scriptal items 
only) was .66. For the posttest, separate  relia bil ities 
wer e comput ed for scriptal, inf erential, and text explicit 
items and were .71, .30, and .45 respectively.
S ta ti stical  Analysis
A 2 (reading ability) by 2 (prior knowledge) 
mu l t i v a r i a t e  analysis of va ria nc e (MANOVA) was conducted to 
d et ermine if there were d i f f e re nc es on the scriptal and 
In ferentia l measures. The HA NO VA indicate d signifi ca nt 
effects for reading ability; m u l t i v a r i a t e  £(3, 127) = 9.01, 
£  < .0001; prior knowledge, m u l t i v a r i a t e  £(3, 127) « 14.22,
2. < *0001; and reading ab ility by prior knowledge, 
mu lt iv ariate  £ (3, 127) = 3.40, 2  < *0198. Fo llow- up 
univariate ANOVAs were conducted (See Table 1 for means).
For the inference score, there was a s ignifi ca nt effect for 
reading ability, _F(1, 129) ■= 13.75, 2  < *0003. The 
n o n - d e velopme nt al reading ability group (II - 6.24) scored 
higher than the de vel opmen tal group (JM *> 5.26). For the 
inferential score, no other effects were significant. The 
follow-up AN0V A for the scriptal score indicated a 
significant effect for reading ability, _F(1, 129) “ 10.70, 2  
< .0014. The non-dev e l o p m e n t a l  reading ab ility  group (11 =
11.07) scored higher than the d e v e lopme nt al group (_M =
9.56). A sig ni fican t effect was also found for prior 
knowledge, _F(1, 129) = 42.94, 2  < *0001* The hi gh prior
knowledge group Ql “ 11.81) scored higher  than the low prior
knowledge group (M = 8.84).
TABLE 1
Least Squares Means for 2 Re ading Ability Groups by 2 Prior 
Kno wledg e Levels
Reading Ability
D e v e l o p m e n t a 1 No n-developmen tal
Prior Knowledge Low High Low High
Qu estio n Type
Inferential 4.96 5.56 6.25 6.23
Scriptal 6.69 7.79 8.15 8.37
Time Allowa nce s
Averages of the time reported by examiners that 
subjects took to complete the passage, pretest, and posttest 
Indicated that subjects needed 20 minutes to com plete the 
pretest and 30 minutes to complet e the passage and posttest. 
These times were used to calculate the time needed for 
testing; thus, subjects in Ex per iment s One and Two continued 
to have as long as they needed to read and answer posttest 
ques t l o n s .
Coneluslons
Results of the pilot study indicated: (a) Reading
ab ility  and prior kno w l e d g e  di fferences do exist; (b) 
alt hough  the length of the pr ete st and posttest seems
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appropriate, the re liability of pretest and posttest 
measures, p a r t icularl y the inferential and text explicit 
questions, need further refinement and testing; (c) subjects 
required 20 minutes to complete the pretest and 30 minutes 
to complete the passage and posttest; (d) the unequal 
d i s t ri bu tion of the p o pula ti on curve indicated a need for a 
better method of determining high and low prior know ledge  
subjects. Based on these conclusions, further instrument  
and materi al devel opmen t was undertaken.
Instrument and Materi al R e f i n e m e n t
In str ument and material refine ment took place through 
two reliab il ity studies. Th ese  are de scr ibe d below.
Re l i a b i l i t y  Study I
After the pilot study, the posttest instrument was 
changed in an at tem pt to improve rel iability of scriptal, 
inferential, and text explicit questions. One inferential 
qu e sti on  and one text explicit question were replaced. 
Dls tr acto rs  were adapted based on results of the item 
a n a l y s i s .
This v e r s i o n  of the posttest contained 36 items (16 
scriptal, 10 inferential, and 10 text explicit questions). 
Items we re random ly -ordered, and five alt er natives  were 
presented for each item on the test, Scriptal questions
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were based on information from the World Book Encycl op edia 
(1985).
The test was ad ministe re d to 93 freshman and sophomore 
ps ychology subjects enrolled in one introductory psycho logy 
course during regula r class time. Reliab il ity for this test 
was measured by the K u d e r - R i c h a r d s o n  Formula 20. Content 
v a l id ity was det erm in ed by a panel of 4 reading educators.
An item analysis of student responses was done for use in 
the refin ement  of the instrument. Reliabili ties for 
scriptal (.63), inferential (-.01), and text explicit (.34) 
were obtained.
R eliab il it y Study II
Five changes were made in a second attempt to improve 
re liabi li ty  scores. First, the target passage was 
lengthened from 449 to 749 words. This provided the 
resear che r with more i nf or mation from which to draw 
questions. Second, 5 questions were added to both the 
infere nti al and text explicit subsets of the test, and 6 
questions were added to the scriptal subset of the test. 
Thus, a pool of questions from which a postte st measure 
could be drawn existed. Third, distractors were adapted 
using results from the item analysis. Fourth, two 
add it io nal educators were added to the panel which judged 
conten t validity. Fifth, the in str ument  was given to six
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English classes of freshmen and sophomore subjects in an 
effort to ob tain results from a hetero geneou s population.
This vers i o n  of the postte st contai ned 50 items (20 
scriptal, 15 Inferential, and 15 text explicit questions). 
Items were rando mly-order ed, and five alt ern at ives were 
presented for each item on the test. Scriptal questions 
were based on i nfor ma tion from the World Book Encyclop ed ia
(1985).
The test was a d m i nis te red to 125 freshman and sophomore 
English subjects during regular class time. Reliabil it y for 
this test was mea su re d by the K u d e r - R i c h a r d s o n  Formula 20. 
Content va lidit y was determine d by a panel of 6 reading 
educators. An item analysis of student responses was done 
for use in refining the instrument. Based on the results of 
the corrected item-total correlation, 5 questions were 
deleted from each of the three subsets. Rel iab iliti es  for 
the resulting po stt e s t  for scriptal (.75), inferential 
(.64), and text explicit (.58) were obtained. The final 
versi on of the pos tt e s t  (See A p p e n d i x  D) consis ted of 15 
scriptal, 10 Inferential, and 10 text explicit questions.
Ex pe r i m e n t  One 
Subj ectB
The target popu la tion cons is ted of all 211 subjects 
enrolled in college d e v e lo pmental  reading at Lou is iana State
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Un iv e r s i t y  in the 1987 spring semester. On a recently 
a d m i n i s t e r e d  N e l s o n - D e n n y  R e a d i n g  Test (Form E) (Brown, 
Bennett, & Hanna, 1981), these subjects scored be low 11.0.
From this group, a sample of 34 subjects (15 with high 
prior kn o w l e d g e  of the target topic and 19 with low prior 
know ledge  of the target topic) were randomly selected 
following ad mi nis t r a t i o n  of the prior kno wle dg e pretest. 
Subjects falling wi thi n one-ha lf standard deviation on 
either side of the mean score were omitted from the study.
From a target p o pulati on  of 61 n o n - d e ve lopmen ta l  
freshmen and sophomore p sy chology  subjects, samples of 17 
subjects (n on-deve lo pmental  readers) who posses sed high 
prior k n owledge  and 21 subjects (n on-develop mental readers) 
who poss essed low prior k n o w l e g e  of the target topic were 
randomly selected.
Instruments 
Prior K n o w l e d g e  Inventory
F i f t e e n  scriptal quest ions refined during the second 
phase of this researc h were used on the prior knowlege 
in ven tory in E x p e r i m e n t  One. In addition, 20 distractors on 
John Ke nnedy were added. A p p e n d i x  E contains the refined 
v e r s i o n  of the pretest.
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Postte st
The postt es t refined during the second phase of this 
research was used In E x perimen t One (See App endix D ) . It 




The target passage refined during the second phase of 
this research was used in Exp e r i m e n t  One (See App endix F ) . 
The passage had a length of 749 words and a readab ility  
level of 8.0 (Fry, 1977).
Procedure
Two hundred eleven  d e v e lo pmenta l college readers at 
L ou i s i a n a  State U ni versity  were  given the prior knowle dge  
pretest during a regular class, and 64 subjects enrolled in 
psycho log y courses at Lo u i s i a n a  State Univers it y were given 
the prior knowle dge pretest in sessions conducted after 
regular class hours. Pre test directions read as follows: 
"Today you are going to take a test of general 
information. Read each que stion below, select the best 
answer, and bl ac ken that answer on your computer sheet."
A delay of four weeks took place betwee n the 
a dm in is t r a t i o n  of the prior k n o wledg e pretes t and the actual 
s t u d y .
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A group of development al readers with high prior 
k n o wl edge of the target topic (11 *= 15) and a group of 
deve lop mental readers with low prior knowle dge  of the target 
topic (n =» 19) were given the target passage and posttest in 
their regularly scheduled classes. Directions read as 
f o l l o w s :
"Today you are going to read a passage and answer some 
questio ns about what you have read. You will not be able to 
refer to the pas sage wh en an swe ring questions. 1 am going 
to distribute the passages now. Take as long as you like to 
read them. When you have finished reading, raise your hand, 
and I'll give you a set of qu est ions to answer. Code your 
answers on your computer  sheets. Instructions for answering 
the passage questions appear on the test packet."
A group of n o n - d e v e l o p m e n t a l  readers with high prior 
knowledge of the target topic (ji = 17) and a group of 
non-dev el opmenta l readers with low prior knowledge  of the 
target topic (_n = 21) were g iven the target pas sage and 
posttest in sessions conducted after regular class hours. 




E x p e r i m e n t  Two was conducted to examine differences 
betwee n two groups composed of devel opmenta l subjects with 
average to high prior kno wl edge of the target topic.
Sub j ec ts
The target po pul ati on consisted of all 211 subjects 
enrolled in college dev elop menta l reading. On a recently 
administer ed N e l s o n-De nn y Re ading  Test (Form E) , these 
subjects scored below 11.0.
From this group, a sample of 54 subjects who possessed 
high and average prior kn owledge of the target topic were 
randomly selected following ad m i n i s t r a t i o n  of the prior 
knowledge pretest. Subjects at taining a minimu m score 
greater  than one-ha lf standard deviati on below the mean 
score were eligible to pa rti cipat e in the study. Two 
equivalent groups (containing a p p r oxima te ly equal numbers of 
high and average prior k n owledg e subjects) of 27 subjects 
each were formed through random selection and assignment.
Expe ri ment Two took place during 4 one-hour sessions 
af t e r  regular ly schedu led classes. Subjects were reminded 
daily during their regular class periods to attend. In 
addition, subjects who attended all four sessions were 
eligible for a lottery drawing. Prizes were $25, $15, and
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$10 gift cer tificates to a local department store. There 
were three winners in each group.
Ins truments
Instruments used in Ex pe r i m e n t  One were utilized in 
E x p e r i m e n t  Two.
Materials
In addition to the target pa ssage refined during the 
second phase of this research and used in Exper iment One, 
the following materials were utili z e d  in Expe riment Two.
Ins truct io nal Passages
For the treatment group, in structional passages of less 
than 900 words were selected by a panel of 4 reading 
educa tor s from popular fiction and n o n - f i c t i o n  based on 
tallies of the interest inventory. Using the Fry 
Re a d a b i l i t y  Graph (Fry, 1977), readabi li ty for each passage 
was computed to be 9.0 or lower (See Table 2). Presen tation  
of the passages also con formed to A r m b r u s t e r 1s (1984) 
criter ia for co nsi derat e text as judged by a panel of 5 
readi ng educators. Packets c onsist in g of an un li ne d piece 
of paper with the topic w r i t t e n  in the center and the 
a pprop ri at e pas sage were create d for each ma ppi ng practice. 
A p p e n d i x  G contains a sample of these packets.
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Published In fe rencl ng Materiall
Instruction for the control group was based on 64 
passages from A Skill at a T i m e - - R e a d i n g  Between the Lines 
by Walter Pauk (1975). Passages  In this series are taken 
from fiction and no nf i c t i o n  works, require inferences 
be tween the reader's bac kg ro und k n o wledge and the text, and 
range progr es si vely betwe en  9th- and 12th-grade in 
difficulty. Passages for this study were taken from the 
first 65 in the text to comp en sate for ability levels of 
subjects. Packets consisting of ten passages and a 
cor res pond in g an swer sheet were devised. Ap pen dix  H 
contains a sample of these packets.
Instructional Scripts
In struc ti onal scripts for the two groups were developed 
to insure u ni formit y in teaching. Face va li dity was judged 
by a panel of 5 reading educa tor s. Copies of these scripts 
are found in Append ice s I (mapping treatment) and J 
(c o n t r o l ) .
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Table 2
Title, Length, Reada bil ity, and Pur pose of Instr uctiona l 
Passages
Title, Author, Length Day Used
and Copyr ight_________ of Passage R ea dabili ty  and Pur pose
Meat on the Hoof 879 words,
(Shaw, 1972)
Walt Disney; An 827 words
Am e r i c a n  Original 
(Thomas, 1976)
Giant Steps; The 768 words
A u t o b i o g r a p h y  of 
Ka r e e m  A b d u l - J a b b a r 
(A b d u 1-Jabbar & Knobler, 1983) 






























All subjects in the popul ation of 211 devel opm ental 
college readers at Lou isia na  State Uni vers it y were given the 
prior knowledge pretest during regular class time.
In eli gible subjects (those falling below minus plus one-half 
standard devi at ion of the mean score) were eliminated on the 
basis of scores on the prior knowledg e pretest. In 
addition, subjects from Exper iment One were excluded. 
Fift y- four sample subjects with high and av era ge prior 
knowledge of the target topic were randomly selected from 
eligible subjects and ran domly assigned to two groups, one 
experimental (mapping) and one control (published 
materials). Pretes t direc tions read as follows:
"Today you are going to take a test of gen eral 
information. Read each question  below, select the best 
answer, and bl ac ken that answer on your computer sheet."
A delay of four weeks took place be tween the 
ad m i n i s t r a t i o n  of the prior know le dge pretest and the actual 
s t u d y .
Following Instr uctional scripts (located in Appendices 
I (treatment) and J (control)), trained instructors, three 
doctoral subjects in linguistics who were also college 
English instructors, utilized the pri nciples of direct 
in str uction (modeling, guided practice, co rre ctive  feedback, 
and indepe nde nt practice) descr ibed by Pe ar s o n  & Gallagher 
(1983) to teach either concept mapping or inferencing from
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published materials during the first three sessions. 
Ins tr ucti on  in the two groups followed the same format. 
Instructors were provide supplies (pencils, packets, etc.) 
for Instru ction each day.
On Day One, the instr uctor of the treatment group 
ex pli citly demonstrat ed how to develop a concept map, read a 
passage, and then altered the map by adding new inf ormation  
gleamed from the passage. The instructor of the control 
group ex plicitly demons tr ated how to read a short passage 
and make the correct inference. Then, instructors drew a 
map based on student input. Subsequently, subjects read a 
corr esp onding passage and offered suggestions to the 
instructor for al tering the map. Control subjects read 
passages and made inferences. Instructors for both groups 
utilized overhead transpa rencies in modeling and the group 
activity. Copies of the transparencies generated through 
the modeling of mappin g and in the group activity are found 
in Ap pendix K. Copies of the transparencies used in the 
model ing  of pu bli she d passage s and the group a c t iv it y are 
found in Appe nd ix L. On the second day, subjects proceeded 
to work individua lly on the a pp ropriat e task (drawing a map, 
reading a corr esponding  passage, and altering the map or 
reading passages and ma king inferences) with the instru ctor 
giving as sis tance  when needed. The third day of instructio n 
provided subjects with in dependent practice. Instruct ors 
did not give ass ista nc e to subjects. Samples of the maps
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randomly selected from those drawn by treatment subjects on 
the third day of Instruct io n are found In A p p endix  M. 
Instructors rotated da y-b y-day  bet ween groups to reduce 
instructor effects. During the fourth session, both 
treatment (_n m 22) and control (11 = 18) groups were given 
the target passage and posttest. Posttest directions read 
as f o 1 l o w s :
"T oday you are going to read a passage and answer some 
questions about what you have read. You will not be able to
i
refer to the passag e wh en ans we ring questions. I am going 
to distribute the passages now. Take as long as you like to 
read them. When you have finished reading, raise your hand, 
and I'll give you a set of question s to answer. Code your 
answers on your compute r sheets. Instructions for answering 
the passage question s appear on the test packet."
Summary
The chapter de scribed the four stages of research which 
co mprised this study. Thes e include: (a) the pilot study;
(b) instrument and materi al refinement; (c) Experim en t One, 
a compari son of n o n - d e v e l o p m e n t a l  and dev elo pmen ta l readers; 
and (d) Expe ri ment Two, a c o mp ar ison of direct instruction 
of semantic map p i n g  and pre -pac ke d inference materi als with 
college de velopmenta l readers.
CHAPTER FOUR
RESULTS
The purpose of this study was to determine: (a) if
college dev elo pment al  and n o n - d e velopme nt al readers 
activated prior kno wle dg e during reading, (b) if college 
devel opm ental and n o n - d e v e l o p m e n t a l  readers use prior 
knowledge to make inferences, and (c) if instruction in 
semantic mapping could increase the degree to which college 
devel opm ental readers ac tivat ed prior knowledge.
Hy pothesis One
A 2 (reading ability) x 2 (prior knowledge) analysis of 
va ri an ce was condu cted on the p o s tte st  scriptal knowle dge 
scores in E x peri me nt One to evaluate the first hypothesis 
which stated that there would be differences in scriptal 
knowle dge  postte st scores for de vel opm ental readers as 
compared with n o n - d e v e l o p m e n t a l  readers with high and low 
prior knowle dge of the target topic.
Si gni fi cant effects were found for reading ability,
£( 1, 68) “ 21.67, < .0001, MSE = 5.46; prior knowledge,
F^(l, 68) ™ 27 . 77 , £  < .0001, MSE *= 5.46; and the reading
abili ty by prior kn owledge interaction, _F(1, 68) “ 4.35, <
.05, MSE ■ 5.46. The mean scriptal knowledge po st test score
of no n - d e v e l o p m e n t a l  readers (If “ 10.32) was higher  than
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that of dev elop mental  readers (JM ■ 7.41). The high prior 
knowledge group (M = 10.58) had higher scriptal knowle dge 
postt est  scores than the low prior kn owl edge group (̂ 1 - 
7.31). As shown in Table 3, the scriptal kn owl edg e scores 
of non-d ev e l o p m e n t a l  readers with high prior kn owleg e was 
su bstan ti al ly higher than that those of their low prior 
k no wledge counterparts, whereas this was not true for their 
devel opm ental counterparts. See Table 3 for means and 
standard deviations.
Table 3
Means and Standa rd Devi ations for groups by Re ad ing Group 
and Prior K n owle dg e
Re ading Prior
Ab ility  K n owledge  n M SD
High 15 8.40 2.92
Develo pme ntal
Low 19 6.63 2.14
High 21 12.14 1.98
No n-dev e l o p m e n t a l
Low 17 8.06 2.38
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Hypothesis Two 
A re gression analysis was performed  to examine 
Hypothesis Two. Hypothesis Two stated that inf erential 
scores could be predicte d from reader group, scriptal 
knowledge, and the in teraction of these two variables.
Results from the reg ression analysis indicated that 
scriptal kn owledge  was significant, _t = 4.70, £  < .0001. On 
the other hand, reading ability, Jt » 1.63, j> < .11 was not 
significant. The reading ability by scriptal knowle dge 
Interaction, _t ■= -1.76, £  < .08; also was not significant. 
Scriptal knowledge was useful in pred ic ting inferential 
score; whereas, rea ding ability and the i nter ac tion of 
reading ability with scriptal kno wl ed ge were not.
Hypothesis Three 
A one-way analysis of variance  with 2 in structi on al 
groups  was conduc ted on the scriptal know le dge po st te st  
scores in Experimen t Two to evaluate the third hyp ot hesis 
which stated that ins tru ction  in semantic ma pping wo uld 
increase the scriptal know le dge po sttes t scores of 
de velop me ntal students as compared with a control group.
No si gnificant effect was found for instruct ional group, 
JF(1, 38) = 1.00, £  < .33, MSE ■= 7.27. The mean scriptal 
kn owlege posttes t score of the control group (11 ■ 9.14,
SD = 2.57) was only slightly hi gh er than that of the 
treatment group
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(M « 8.28, _S_D - 2.85) .
Hypothesis Four
A re gression analysis was performed to examine 
Hy po thesis Four. Hypothesis Four stated that inferential 
scores could he predicted from instructional group, scriptal 
knowledge postte st scores, and the interaction of these two 
v a r i a b l e s .
Ho sig ni ficant  results were found for instructional 
group, J: = -0.58, £  < .57; scriptal knowledge, _t * 0.69, £  < 
.50; and the instructional group by scriptal knowledge  
interaction, Jt » 0.49, ]> < .63. Hence, none of the 
predictors was useful in pred icting inferential scores.
Summary
The results of Expe ri ment One indicated: (a)
s ig ni ficant  effects for reading ability, prior knowledge, 
and the inter action of these two variables on scriptal 
know le dge p o s tt est scores and (b) scriptal kno wl edge 
posttest scores were a valid pr edictor of inferential 
pe rfo rmance while reading ab ility and the Interactio n of 
scriptal knowle dge posttest scores with reading ability were 
not. The results of Exp er im ent Two indicated that semantic 
mapping ins truction was ineffec tive in increasing scriptal
81
knowl edg e posttest scores and for enhancing Inferential 
p e r f o r m a n c e .
CHAPTER FIVE
S UM M A R Y  AND D ISCUS SI ON
The first exp er iment In this research study was 
co ndu cted to de termi ne wh et h e r  college devel opmental readers 
use their backgro un d k n o wl ed ge of a topic as e ffecti ve ly as 
n o n - d e velopme nt al co lleg e students. In addition, It sought 
to determin e If d e v e lopmen ta l students make text-external 
Inferences as e f f e c ti ve ly as n o n - d e v e l o p m e n t a l  college 
students. The second exp er im ent was conducted to determine 
wh ether  college de velopme nt al students who received 
Instructio n In semantic mappi ng would use backgr ound 
kno wl ed ge and make text-ex te rnal Inferences more effectively 
than similar students who did not receive Instruction.
The results of Ex per i m e n t  One Indicated sig nificant 
effects for reading ability, prior knowledge, and the 
Interac ti on of these two var iables  on scriptal kno wled ge  
posttest scores. In addition, results Indicated that 
scriptal kn o w l e d g e  p o s tte st  scores were a valid predic to r of 
Inferential per fo rmance alth o u g h  reading ability and the 
interactio n of scriptal k n o w l e d g e  posttest  scores with 
reading abilit y were not. The semantic mapping  instruction 
used in E x per im ent Two proved  ine ff ective both for 
increasing scriptal k n o w l e d g e  post t e s t  scores and for 




The present in ve st igatio n was conducted to determine how 
background kno wl edge of n on-de ve lopment al  readers and 
dev elo pmental readers is related to their ability to 
activate that kn o w l e d g e  in order to make text-external 
inferences. Inhere nt to both exp eriments in this study are 
specific implications and limitations.
The measur e m e n t  of text-external inferences, in which 
the reader is requir ed to connect background informa tion 
with in formation  found in the text, is a unique compon ent of 
this research. A reader's ability to make text-external 
inferences enhances co mp re hensio n of text. Add itional 
research is wa rra nted in which investigators continue to 
examine this special type of inference as well as others. 
Com parisons of text-specific (connections withi n the text) 
and tex t-external inferential ab ili ty would assure a more 
complete u n d e rstand in g of how this skill Influences total 
reading comprehens ion .
One li mitation of this research was the fact that It 
was not possible to obtain a truly normal subject popu la tion 
for several reasons. P opul at ion norm ality in both the 
deve lop mental and no n - d e v e l o p m e n t a l  groups was affected by 
the use of a prior kn owl edg e pr etest which eliminated 
subjects who either lacked or exceeded specified levels of 
prior knowledge. These re str ictio ns were pa rticul ar ly
*
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important In Expe rimen t Two where mixed prior knowle dge 
groups had to be used be ca use of insuffic ient numbers of 
high prior kno wl edge develo pmental students. Problems with 
popu latio n n o r m a l i t y  reduce the g e n e r a l ! z a b i l i t y  of results 
and need to be considered in future research. For example, 
later studies might randoml y sample similar populations.
Or, they might sample other pop ulations or age groups.
Another lim itation found in both studies concerned the 
co ns tr uction  of the interest inventory. Generally, any time 
an Interest inventory is used, treatment g e n e r a l i z a b i l i t y  is 
affected. However, a part ic ular pro blem with this research 
was that the interes t inventory did not meas u r e  the amount 
of inf ormation students had on suggested topics. Thus, 
despite the fact that a student indicated interest in a 
topic, s/he may have had little f am il iarity  with that topic. 
In addition, the format of the interest inventor y was not 
specific enough to give the detaile d I nf or mation ne ces sary  
for truly asse ss ing the interests of students; therefore, 
the topics selected for the target and practi ce passages 
were randomly chosen from wi t h i n  general subject areas 
(i.e., Elvis Presley from the gen eral subject “Famous 
People"). This method of topic sel ection  may have affected 
prior kn owl edge scores, and, thus, sample size.
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E x peri me nt One
The results of the current research support important 
aspect s of Holmes' (1983) study which indicated that less 
skilled readers failed to use prior knowle dge to the same 
extent as good readers, and of Feeley and Hepner's (1985) 
invest iga tion whic h indicated that college developmental 
students failed to use pr ior k n o wle dg e effectively.
Findings of the present research indicated that 
n o n - d e v e l o p m e n t a l  college readers with high prior knowledge 
activated and used prior k n o w l e d g e  81 percent of the time 
(If/15 = %), whereas n o n - d e v e l o p m e n t a l  college readers with 
low prior know le dge and college dev elopmental readers with 
high prior k n o w l e d g e  acti va ted prior kno wl edge 54 and 56 
percent of the time, respectively. College dev elopmental 
readers with low prior k n o w l e d g e  trailed the other groups, 
acti va ting prior knowl edge only 44 per cent of the time.
Thus, results of this study indicate that 
n o n - d e v e l o p m e n t a l  readers with high prior knowledge use it 
more e ffec ti vely than d e v e lo pmenta l students. Implications 
of this result indicate de velop me ntal students need to 
increase both: (a) the amount of prior knowledg e available 
to them and (b) their skills in activat ing it. This is 
pa rt i c u l a r l y  true because of the similar levels of prior 
knowledge act ivators by high prior knowledg e college 
developmen tal readers and low prior knowle dge 
non-dev e l o p m e n t a l  readers. If hi gh prior kn owl edg e college
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develo pme ntal readers In some w a y  compensate for their 
poorer reading ab ilit y by using prior knowledge, then a 
larger amount of in formation to draw from and ins truction in 
ways to retrieve it are warranted.
One way to enhance the pool of prior knowledge at the 
disposal of college d e v e lopment al  readers is through 
natural reading experiences (Crafton, 1983). For example, 
the required reading of eight fi ction  or n o nf ic tion books 
during one semester of de velop me ntal reading at Louisiana 
State Un ive r s i t y  allows students to v ic ar iously  experience 
situations, events, locations, and so on. Other 
instructional methods, like the following examples, might 
also be effective. Students can be shown how reading 
relates to real-life experien ce s by being assigned topics of 
local campus interest to follow in the college paper and 
evaluate orally. F r e e - readin g assignments and sustained 
silent reading are other ways students can be encour age d to 
build backg round knowledge. Finally, students need 
systematic ins tr uc tion in reading colle ge- level content 
texts to increase their chances of academic success.
Natural reading experiences pr ovi de  devel op me ntal students 
with a viable method of acqu ir ing back ground knowledge.
Another way to increase the amount of prior knowledge 
de vel op me ntal readers have at their disposal is to encourage 
p a r t icipa ti on  in campus act ivities. In ad di t i o n  to popular 
ex tra- c u r r i c u l a r  events like a t h l e t i c  competitions and
87
campus organizations, plays, lectures, and concerts are 
available. Students could also take advantage of visits to 
museums and art exhibits as well as of attendance at 
festivals and activitie s sponsored by various international 
organizations. Finally, the wide variety of courses offered 
on college campuses provid e an othe r alt er native  for 
increasing b ackgr ou nd information.
Once the k n owl ed ge is available, students need 
e ff ective strategies for tapping it. These strategies must 
be stu den t- directe d and active in nature (Dewitz, Carr, & 
Patberg, 1987). Students learn best what they do for 
themselves. Con s t a n t l y  cueing devel opm ental readers to 
activate app ro priate schemata fails to train them to be 
in dep en dent readers. Re in fo r c i n g  this depend ency limits 
transfer of reading skills to real-life situations.
Methods which teach students to activate prior 
knowledg e a n t i c ip ation guides and feature analysis need to 
be utilized. Any pr e-reading strategy, like SQ3R or FRep, 
may help students retrieve bac kgr ou nd information. In 
addition, a n t i c i p a t i o n  guides are a pr e-r eadin g strategy 
which has students think through a series of contr oversial 
statements on the target topi.c. Feature analysis may also 
help students relate words to prior knowledg e and categorize 
them. The p o s s i b i l i t y  that semantic ma pp in g could be such a 
s t u d e n t -d ir ected activ a t i o n  strate gy  led to Exp erim en t Two.
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E xp er iment Two
The second experiment was used to compare direct 
in s t r u c t i o n  (Pearson & Gallagher, 1983) in semantic mapping 
with traditional ins truction u t i lizing pre-packaged 
infer en cing mater ials in order to assess the eff ectiveness 
of the two procedures. In addition, it was conducted to 
determine if semantic ma ppi ng would be more effective than 
traditional instruction in provi ding a method for the 
concrete m a n i pulati on  of a b s tr ac t ideas which Is important 
to the in teg ratio n or synthesis, selection, inference, 
memory, and verbal exp ressi on  of informat ion by adult 
readers (Vhyte, 1981). No s ignifi ca nt differences were 
found bet w e e n  the semantic mapping and pre -packaged 
instr uc tion groups. Thus, the research indicates both 
methods are equally effective.
Two we ak n e s s e s  in the design of Ex periment Two account, 
at least in part, for the lack of statistical significa nce 
found in results. First, because the published passages that 
the control group subjects read as part of their instruction 
resembled the pas sage and m u l t i p l e - c h o i c e  format of the 
posttest, practice effects may have enhanced the scores of 
control subjects. In contrast, students in the treatment 
group were not given an o pportu ni ty to use the skills they 
had developed  during instructio nal sessions to access 
scriptal k n owled ge  on the target topic. Future research
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could provide for this practice effect by allowing students 
In the control group to either map the target passage before 
the posttest or map a passage related to the target passage 
on one of the Instructi onal days prior to receiving the 
target passage and posttest. An a lternat iv e design might be 
to compare semantic ma ppi ng with another type of instruction 
such as analogies.
Second, be cause  instruc ti on was limited to three 
sessions, it is unlikely that transfer took place. In 
addition, the br evi ty  of training may not have provided 
sufficient practice to build up automatic use of the 
strategy when instru ct ion takes place over a longer time 
period. Thus, future research might be conducted in which 
the amount of time spent on instruc ti on is increased to at 
least eight sessions during a t wo-to -t hree-we ek  period.
Summary
Four questions were raised in Chapte r One. Accordi ng  to 
the data in this study, the answer  to the first, "Do college 
develo pme ntal and non - d e v e l o p m e n t a l  readers retrieve 
text-acti vat ed prior kno w l e d g e  to the same extent when 
reading?", is "No." N o n - d e velop me ntal readers retrieve such 
in formation to a gr eater extent than do developm ental 
readers. The answer to the second, "Do college 
devel opm ental and no n - d e v e l o p m e n t a l  readers use 
text-acti vat ed prior kn owl edge to make inferences?" is
"Yes." The answer to the third and fourth questions, "Can 
instruc tio n in semantic mapping increase the degree to which 
college dev elopmenta l readers use tex t-act iv ated prior 
kn owl ed ge?" and "Can instruc ti on in semantic mapping 
increase the degree to which colle ge  de velopm en tal readers 
make inferences?" is "No" when taught by the methods of this 
study and/or as measured by the methods of this study.
In conclusion, text-e xterna l inferences are essential 
to the reading process. Re searc h me asu ring the degree to 
which they are used and factors fac ili ta ting their 
oc currence should be pursued. In addition, the amount of 
prior knowled ge d e v e lopme nt al  readers have at their disposal 
and their abilities in a c t i v a t i n g  it affect their reading 
comprehension, p a r t i c u l a r l y  te xt-externa 1 inferences. 
Instru cti on in s t udent -d irected  methods for activ a t i o n  of 
prior k n o wl ed ge also should be examined. In particular, 
semantic mapping, al tho ugh not pr o v e n  effective in this 
research, deserves further study, e s peciall y in view of the 
limitations of the second experiment.
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DIRECTIONS: Select the best answer for each question
below. Then darken the correspon ding circle on your 
computer answer sheet.
1. Who was Lincoln's opponent in the Great Debate?
a. Andrew Johnson
b. Ulysses S. Grant
c. Stephen Douglas
d. John Wilkes Boothe
e. Robert E. Lee






3. Baseball is often referred to as _______.
a. softball
b. the pennant sport
c. the game of nine
d. the national pastime
e. the game of kings
4. Which of the following wars was known as "The Reign of 
Terror"?
a. World War 1
b. The Civil War
c. The Vietnam War
d. The French R ev olutio n
e. World War II
5. Which of the following is not a reason why people are 
tortured?
a. for revenge
b. to punish someone
c. because they are revered
d. to gain information
e. because of their religious beliefs
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6. Anarchism is a form of political terrorism that 
believes ________ .
a. it is the r e s pon si bility of a government to defend 
Its citizens from terrorism
b. policies of vio le nce and terrorism do not affect 
lasting changes
c. governments can be destro yed  through violence and 
terror
d. the acquisi ti on and pres e r v a t i o n  of power cannot 
effectively be ac co mplishe d through terror
e . all of these
7. The manager of a baseball team _______ .
a. is the same as the coach
b. assists the coach
c. is the same as the owner
d. decides who will play in the game
e. assists the umpire
8. Guerrilla terrorists _______.
a. are groups of fighters who attack and then disappear
b. move around from place to place
c. are under groun d organizations
d. find speed of movement  essential
e. all of these
9. The word terrorism was coined near the end of the 
1700's during _______.
a. the French and Indian War
b. the French Re volution
c. the Hundred Years War
d. during the signing of the Treaty of Versailles
• e. the lib eration of Paris during World War II
10. Baseball involves what two major associations or 
leagues7
a. the Southern A s s o c i a t i o n  and the Northern 
Assoc ia tion
b. the Ea stern  As s o c i a t i o n  and the We ste rn 
Assoc ia tion
c. the Ind ep endent  League and the Aff iliated 
League
d. the A m e rican  League and the National 
League
c. the Pr of ession al  League and the Amateur 
League
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11. Three dictators who conducted widespread terrorism 
during the 1930's Include _______.
a. Castro, Mussolini, and Ro osevelt
b. Hitler, Mussolini, and Stalin
c. Stalin, Genghis Khan, and Castro
d. Hitler, Castro, and Ro osevelt
e. none of these
12. A modern form of torture that involves emotional and 
mental mani pu lation is called _______.
a. sadism








d. the Ra ilsplitter
e. all but b
14. Which of the following is not a purpose of terrorism?
a. to maint ain authority
b. to gain power
c. to eliminate political oppositi on
d. to overthrow a government
e. to victimize allies
15. Minor leagues _______.
a. are divided into four classes
b. support three major league teams each
c. are the same as amateur leagues
d. are not affiliated with major leagues
e. serve as training grounds for major leagues
16. Baseball bats cannot be m&de from which of the following 





e. both b and d
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17. What two religious groups in Britain and Ireland often 
practice terrorism against each other?
a. the Protes tants and the Mormons
b. the Roman Catholics and the Jews
c. the Roman Catholics and the Moslems
d. the Protes tants  and the Ro man  Catholics
e. the Pr otestants and the Jews
18. When was Lincoln killed?
a. shortly before his second inaugural
b. three days before the end of the war
c. five days after Lee surrendered
d. on Easter Sunday
e. immediately following the Get ty sb urg Address
19. Colonial Americans in Salem, MA, used torture during
the trials of
ft a British soldiers
b. petty theives and peepin g Toms
c . wltches
d. h ea thens
e . both a and b
20. What is the term which indicates that two or more
countries are using terror ism  against each other?
a. coun terte rr orism
b . war
c. guerrill a warfar e
d. political harrass me nt
e. detente






22. Which of the following is not a common act of 
terrorism?






23. During the Spanish Inquisition, people were tortured to 
force them to change their ______ .
a. religious beliefs
b. financial Ins ti tution
c. nat ionality
d. sexual o rie nt ation
e. political af filiati on
24. After Lincoln' s death, his body traveled from 
Washington, D.C., to his home primarily by _______.





25. Mode rn-da y examples of terrorism Include
a. hijackings of planes and ships
b. kid nappings of A m e r i c a n  citizens
c. k a m i k a z e - s t y 1e car bombs
d. ass as s i n a t i o n  plots ag ainst political and religious 
leaders
e. all of these






27. A designated hitter bats in the place of the _______.
a. catcher




28. Who ass assina te d Lincoln?
a. John Wilkes Booth
b. Lee Harvey  Oswald
c. John Hinckley
d. Gary Gilmore
e. Robert E, Lee








30. What document signed by Lin coln freed the slaves?
a. Declarat io n of Indep enden ce
b. Gettys bur g Address
c. Ema ncipa ti on Procla ma tion
d. Constitution








DIRECTIONS: Select the best answer for each question below.
Then darken the co rresponding circle on the computer answer 
shee t .
1. What was the purpose of the bomb?
a. to gain entry
b. to distract at tention
c. to kill Matlock
d. to force Ba llentlne to talk
e. both a and c
2. What modern -day political organ ization  used torture as a 
common practice?












4. After seeing the victim, who or what did Gr eenburg ask 
to be summoned?
a. the police and an ambulance
b. Matlock and a stretcher
c. Ballentlne and some bandages
d. Matlock and a doctor
e. Ballentlne and a doctor
5. What two religious groups in Britain and Ireland often 
practice terrorism ag ainst each other?
a. the Protestants and the Mormons
b. the Roman Catholics and the Jews
c. the Roman Catholics and the Moslems
d. the Pro tes tants  and the Roman Catholics
e. the Protesta nts and the Jews













8. Who is Jamie?
a. Matlock
b. one of the torturers
c. one of the bomb victims
d. Greenburg
e. Ballentlne
9. What was the extent of Matlock's and Greenburg's 
injuries due to the explosions?
a. Matlock was unharmed, but Greenburg had a broken 
l e g .
b. Both were bleedi ng from head wounds.
c. Mat lock had a chest wound, and Greenburg had a cut 
on his hand.
d. Greenbur g was unharmed, but Matlock's head was 
bleeding.
e. Both were essentially  unharmed.
10. Three dictators who conducted widespread terrorism 
during the 1930 's include _______.
a. Castro, Mussolini, and Roosev elt
b. Hitler, Mussolini, and Stalin
c. Stalin, Genghis Khan, and Castro
d. Hitler, Castro, and Roo sevelt
e. none of these
11. Which of the following wars was known as ''The Reign of 
Terror"?
a . World War I
b. The Civil War
c. The Vietnam War
d. The French Revo lu tion
e. World War IX
12. The word terrorism was coined near.t he end of the 
1700's during _______.
a. the French and Indian War
b. the French Revo lution
c. the Hundred Years War
d. during the signing of the Treaty of Versailles
e. the liberation of Paris during World War II
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13. What was Matlock's profession?
a. an English professor
b. a preacher
c. an insurance salesman
d. an architect
e. a policeman
14. What did Ma tlock see when he opened the door to his 
apartment?
a. a terrorist setting a bomb
b. Greenburg and the victim
c. survivors of the bomb
d. an empty corridor
e. the body of the victim
15. Which of the following is not a purpose of terrorism?
a. to maintain authority
b. to gain power
c. to eliminate political opposition
d. to overth row a government
e. to victimize allies
16. During the Spanish Inquisition, people were tortured to 
force them to change their ______ .
a. religious beliefs
b. financial in sti tut ion
c. nation ality
d. sexual orien ta tion
e. political affil ia tion
17. Which of the following is no t a reason why people are 
tortured?
a. for revenge
b. to punish someone
c. because they are revered
d. to gain information
e. because of their religious beliefs
18. Colonial Americans in Salem, MA, used torture during 
the trials of ______  .
a. British soldiers
b. petty theives and peepin g Toms
c. witches
d. heathens
e. both a and b
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19. In what condition did Pat's body return from the 
t er ro r1s ts ?
a. She was naked.
b. She was unconscious.
c. She had suffered lethal wounds.
d. Her lungs had collapsed.
e. She had been beaten and cut.
20. What do you know about the condition of the apartment 
after the bomb?
a. the plumbing is intact
b. the celling has collapsed
c. the front wall is destroyed
d. the kitchen was destroyed
e. all of these






22. What is the term which indicates that two or more 
countries are using terrorism against each other?
a. c ou nterte rr orism
b . war
c. guerrilla warfare
d. political harrass me nt
e. detente
23. Who carried the vic ti m into the apartment?
a. Greenburg
b. Ballentlne
c . the police
d. Matloc k
e. others who lived in the apartm ent building
24. Modern-day examples of terrorism include
a. hij ackings of planes and ships
b. kidnappings of American citizens
c. k a m i k a z e -style car bombs
d. as sass i n a t i o n  plots against political and religious 
leaders
e. all of these




d. an electric  cattle prod
e. a gun
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26. Where did the victim sustain many of her cuts7
a. on her cheeks
b. on her breasts
c. on her stomach
d. on her legs
e. on her arms
27. Which of the following is no t a common act of 
terrorism?





28. Who screamed the " s i n g l e .screech of terror"?
a. someone seeing the victim
b. Greenburg
c. the victim
d. a wounded survivor of the bomb
e. Matlock
29. An archism is a form of political terrorism that 
believes ________ .
a. it is the r e s po nsibili ty  of a government to defend 
its citizens from terrorism
b. policies of vi ole nce and terrorism do not affect 
lasting changes
c. governments can be destroyed through viole nce and 
terror
d. the ac q u i s i t i o n  and pr eservat io n of power cannot 
effectively  be acc omp li shed through terror
e. all of these
30. Where was the apartm ent  located7
a. on the second floor
b. in the basement
c. on the west side of the apartment  building
d. on the east side of the apartment building
e. on the first floor
31. Guerrilla terrorists .
a. are groups of fighters who attack and then disappear
b. move around from place to place
c. are u nde rg round organ izati ons
d. find speed of movemen t essential
e. all of these
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32. Uhy was "Jamie" the only word the victim said?
a. She died.
b. She fainted.
c. She was gagged.
d. She was too frightened to speak.
e. Matlock kissed her.
33. What were the torturers' intentions toward the victim?
a. They planned to kill her as soon as possible.
b. They wanted to frighten her momentarily.
c. They wanted to hurt her but keep her alive.
d. They wanted to know where Matlock lived.
e. They wanted to know where the bomb was planted.
34. A modern form of torture that Involves emotional and 
mental mani pu lation is called ______ .
a. sadism
b, br ainwashing 
c . masochi sm
d. capital punishmen t
e. bondage
35. How did Ma tl oc k know the explosive was not strong 
enough to destroy the building?
a. He knew how much explo sive had been used.
b. He had set the bomb.
c. The ceiling blackened but did not fall.
d. He smelled smoke.
e. Gr een bur g told him.











*** The Matlock Paper is an adventure story where one man, 
Matlock, sets out to stop a conspiracy that threatens the 
USA. ***
The second explosion came. Parts of the ceiling blackened. But 
Matlock knew it was not a killer explosive. It was something else, and 
he could not figure it out at the moment. It was an eyegrabber, a 
camouflage--not meant to kill, but to deflect all concentration. A huge 
firecracker.
Screams of panic could now be heard mounting from all parts of the 
building. The sounds of rushing feet pounded on the floor above his 
apartment.
And then a single screech of terror from outside Matlock's front 
door. It would not stop. The horror of it caused Matlock and Greenberg 
to struggle to their feet and race to the source. Matlock pulled the 
door open and looked down upon a sight no human being should ever see 
more than once in a lifetime, if his life must continue beyond that 
instant.
On his front step was Patricia Ballantyne wrapped in a bloodsoaked 
sheet. Holes were cut in the areas of her naked breasts, blood flowing 
from gashes beneath the nipples. The front of her head was shaved; 
blood poured out of lacerations where once had been the soft brown hair. 
Blood, too, came from the haIf-open mouth, her lips bruised and split. 
The eyes were blackened into deep crevices of sore flesh— but they 
moved! The eyes moved!
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Saliva began forming at the corners of her lips. The half-dead 
corpse was trying to speak. "Jamie..." was the only word she managed 
and then her head slipped to one side.
Greenberg threw his whole weight against Matlock, sending him 
sprawling into the gathering crowd. He roared orders of "Police!" 
"Ambulance!" until he saw enough people running to execute his
commands. He put his mouth to the girl's mouth, to force air into the 
collapsing lungs, but he knew it wasn't really necessary. Patricia 
Ballantyne wasn't dead; she'd been tortured by experts, and the experts 
knew their business well. Every slash, every crack, every bruise meant 
utmost pain but did not mean death.
He started to pick the girl up but Matlock stopped him. The
English professor's eyes were swollen with tears of hate. He gently
removed Greenberg's hands and lifted Pat into his arms. He carried her
inside and stretched her out on the half-destroyed sofa. Greenberg went 
into the bedroom and returned with a blanket. Then he brought a bowl of 
warm water from the kitchen and several towels. He lifted the blanket 
and held a towel beneath the bleeding breasts. Matlock, staring in 
horror at the brutally beaten face, then took the edge of another towel 
and began wiping away the blood around the shaven head and the mouth.
"She'll be all right, Jim. I've seen this before. S h e ’ll be all 
right."








DIRECTIONS: Select the best answer for each qu es tion below.
Then darken the corres ponding circle on the computer answer 
sheet.
1. When Pat disappeared,
a. She had been talking to Matlock on the phone.
b. She was attending a class.
c. She was on her way to a movie in Hartford.
d. Greenburg  knew where she was going.
e. Matlock and she were at the Cheshire Cat.
2. What was the purpose of the bomb?
a. to gain entry
b. to distract at tention
c. to destroy Matlock's apartment
d. to confuse Pat
e . a l l o f  these







4. After seeing Pat, for whom or what did Gree nburg ask?
a. the police and an ambulance
b. Matlock to call for the police and a doctor
c. a blanket and some bandages to prevent shock and 
bleeding
d. a towel and warm water to bathe her wounds
e. help to carry her inside the apartment
5. What two religious groups in Britain and Ireland often 
practice terrorism against each other?
a. the Protesta nts and the Mormons
b. the Roman Catholics and the Jews
c. the Roman Catholics and the Moslems
d. the Protestants and the Roman Catholics
e. the Prote st ants and the Jews







7. What are covert operations?
a. such activities as the claiming of respo nsibility 
for abomblng by terrorist groups
b. most frequently direct ed against foreign enemies
c. only under the direction of the CIA
d. the same as undercov er activities
e. always sponsored by the government
8. How did Matlock know Pat was still alive?
a. Her eyes moved.
b. Saliva formed at the corner of her lips.
c. She tried to speak.
d. She said "Jamie."
e. She was still breathing.
9. What was the extent of Matlock 's and Greenburg's 
injuries due to the explosions?
a. Injuries were severe enough to warrant calling an
a m b u l a n c e .
b. They were still standing.
c. Matlock's eyes were injured.
d. Greenbu rg was unharmed, but Matlock's head was 
bleeding.
e. Both were essentiall y unharmed.
10. Three dictators who conducted widespread terrorism 
during the 1930's include _______.
a. Castro, Mussolini, and Stalin
b. Hitler, Mussolini, and Stalin
c. Stalin, Marx, and Castro
d. Hitler, Castro, and Stalin
e. Hitler, Marx, and Mussolini
11. Which of the following is not a purpose of terrorism?
a. to ma int ai n authority
b. to gain power
c. to eliminate political opposition
d. to overthrow  a government
e. to victimize  allies
12. During the Spanish Inquisition, people were tortured to
force them to change their ______ .
a. religious beliefs
b. ethics
c. n a t i o n a l i t y
d. moral values
e. political affiliati on
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13. Matlock's reaction to the first explosion indicated
a. he panicked easily.
b. his relfexes were slow.
c. he depended on Greenburg 's speed and strength.
d. he knew about explosives.
e. he was overcautious.
14. Which of the following is not a reason why people are 
tortured?
a. for revenge
b. to punish someone
c. for committing a felony
d. to gain information
e. because of their religi on
15. Colonial Americans in Salem, MA, used torture during 
the trials of ________ .
a. women accused of ad ult ery or pro stitution
b. men accused of murder
c. women accuse d of sorcery and witchcraft
d. men accused of supporting  the English king
e. men accused of stealing horses
16. In what co ndition did Pat's body return from the 
terrori s ts ?
a. She was naked.
b. She was unconscious.
c. She had suffered lethal wounds.
d. Her lungs had collapsed.
e. She had been beaten  and cut.






18. What is the term which indicates that two or more 
countries are using terrorism against each other?
a. counterte rr orism
b . war
c. guerrilla warfare










Pat was probably the kind of person who _________ .
a. was sensitive to criticism
b. always asked for help with her problems
c. responded to orders quickly
d. was patient with others
e. did things her own way





e. other people who lived in the apartment building
Modern-day examples of terrorism include
a. strategic defense initiatives
b. hunger strikes
c. religious rallies
d. assassinations of political leaders
e. social or political demonstrations
What did Matlock plan to do to locate Pat?
a. He was going to make Green burg tell him where she
w a s .
b. He was going to look for her.
c. He was checking with local hospitals.
d. He was to file a missing person report with the 
police.
e. He was going to call Pat's friends.
Where did Pat sustain many of her cuts7
a. on her face
b. on her breasts
c. on her stomach
d. on her legs
e. on her arms






What did Pat usually do when she was angry?
a. She cried.
b. She went to a jazz concert or to see a play.
c. She went shopping and bought a new dress.
d. She found a place where she could be alone.
e. She read a book.
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26. Into what room do Matlock and Greenburg take Pat?
a. the living room
b. the kitchen
c. the porch
d. the bathro om
e. the bedroom
27. Where was the apartment located?
a. on the second floor
b. on the west side of the building
c. in the basement
d. on the east side of the building
e. on the first floor
28. Guerrilla terrorists ______ .
a. are groups who attack and then disappeal
b. move around from place to place
c. are underground  organization s
d. find speed of movemen t essential
e. all of these
29. Why was "Jamie" the only word Pat said?
a. She died.
b. She fainted.
c. She was gagged.
d. She was too frightened to speak.
e. Matlock kissed her.
30. What were the torturers' intentions toward Pat?
a. They Intended to kill her.
b. The wanted to frighten her temporarily.
c. They wanted to hurt her but keep her alive.
d. They wanted to know where Matlock lived.
e. They wanted information frciu Matloc k and Greenburg.
31. Who planted the bomb?
a. a homicidal maniac
b. Green burg's associates
c. Ballantyne's captors
d. a pyromaniac
e. one of Matlock's neighb ors
32. What was the Cheshire Cat?
a . a pet store
b. a res taurant
c • a furniture store
d. a de partment store
e . a ma rke t/ delic at essen
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e. raagne s i urn
34. In g e n e r a l ( the purpose of a bomb
a . start a fire.
b. shatter a target.
c . kill and maim.
d . cause minimal damage.
e . cause and spread radiation.
35. What happens when your lungs collapse?
a. You suffocate.
b. You get double pneumonia.
c. Your rib cage also collapses.
d. Your chances of lung disease are increased.







DIRECTIONS: Select the best answer for each que stion
below. Then darken the corresp on ding circle on your 
computer answer sheet.






2. How did Ke nn e d y  win fame as a war hero?
a. He saved the lives of five men in World War II.
b. He was h o nora bl y discharged from the army.
c. He parti cipated in the invasion of Cuba.
d. He served in the Marine Corps during the Korean 
C o n f 1ic t .
e. He received a purple heart for being wounded in 
c o m b a t .
3. Three dictators who conducted wide spread  terrorism 
during the 1 9 3 0 ’s include _______.
a. Castro, Mussolini, and Stalin
b. Hitler, Mussolini, and Stalin
c. Stalin, Marx, and Castro
d. Hitler, Castro, and Stalin
e. Hitler, Marx, and Mussolini
4. What two religious groups in Britain and Ireland often 
practice terrorism ag ainst each other?
a . the Protestants and the Mormons
b. the Roman Cathol ics and the Jews
c . the Roman Catholics and the Moslems
d. the P rotes ta nts and the Roman Catholics
e. the Prote sta nts and the Jews






6. How did Kennedy and Nixon use televison during the 1960 
campaign?
a. for paid po litical  speeches
b. to debate the issues
c. for free po lit ica l advertis ements
d. for political rallies and demonstra tions
e. for news ann ounce me nts
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d. Repub lic ans
e. Capitalists
8. What was the Ke nne dy era called?
a. the Cold War
b. the Final Frontier
c. the Age of Civil Rights
d. the Great Society
e. Camelot
9. Which of the following wars was known as "The Reign of 
Terror"?
a. World War I
b. The Civil War
c. The A m e rican Rev o l u t i o n
d. The French Revol ution
e. World War II
10. Which of the following is no t a reason why people are 
tortured?
a. for revenge
b. to punish someone
c. for com mi ttin g a felony
d. to gain Inf ormation
e. because of their religion




c. screaming for help
d. becoming pale and cold
e. calling the police













14. Which of the following is not a purpose of terrorism?
a. to maintain authority
b. to gain power
c. to eliminate political opposition
d. to overthr ow a government
e. to victimize allies
15. During the Spanish Inquisition, people were tortured to
force them to change their _______ .
a. religious beliefs
b. ethics
c. nat io nality
d. moral values
e. political aff il iation
16. How is Kennedy's grave in Arlington National Cemetary 
marked ?
a. with a simple white cross
b. with a statue of Kenned y
c. with an eternal flame
d. with an armed guard 24 hours a day
e. with a tombstone containing his name and dates
17. The word terrorism was coined near the end of the
1700's during _______.
a. the French and Indian War
b. the French Rev olution
c. the Hundred Years War
d. during the signing of the Treaty of Versailles
e. the liberation of Paris during World War II
18. Colonial Americans in Salem, MA, used torture during 
the trials of ______  .
a. women accused of adultery or prostitution
b. men accused of murder
c. women accused of sorcery and witchcraft
d. men accused of supporting the English king
e. men accused of stealing horses
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19. Vhat Is the term which indicates that two or more 
countries are using terrorism against each other?
a. cou ntert error is m
b . war
c. guerrill a warfare
d. political ha rrassme nt
e. detente
20. During October, 1962, a dispute over Russia n missiles 
in the American hemisph er e brought the United States 
and Russia to the brink of war. This dispute is 
commonly referred to as _______.
a. the Cuban Mi ssi le Crisis
b. the Cold Uar
c. the Be rli n Wall
d. the Bay of Pigs In vasion
e. the Freedom March
f. Sputnik
21. Modern -day examples of terrorism include
a. strategic defense initiatives
b. hunger strikes
c. religious rallies
d. ass assinat io ns of political leaders
e. social or political demonstra tions
22. An A m e r i c a n - s p o n s o r e d  attempt by Cuban exiles to 
overthrow Castro during the Kennedy a d m i nis tr ation is 
commonly referred to as _______.
a. Civil Rights
b. the Cold War
c. The Bay of Pigs Invasion
d. The Charge of San Juan Hill
e. the Korean  Conflict
23. Which of the following is not a common act of 
terrorism?
a. a s s a ss in ation
b. bombing




24. Anarchism is a form of political terrorism that 
believes
a. a go ver nme nt has the res po nsibil it y to defend its 
citizens from terrorism
b. policies of violen ce and terrorism do not cause 
lasting changes
c. gov ernments can be destroyed through violence and 
terror
d. the acq ui s i t i o n  and pre serv at ion of power cannot 
effectively be accomplis hed through terror
e. the b ou rgeois ie  can rebel against the proletariat.
25. Vhat group, established in 1961 during the Kennedy
administration, is res po nsibl e for sending volunteers
to improve conditions in underdeve loped nations?
a. the March of Dimes
b. the Peace Corps
c. the Sa lva tion Army
d. the Red Cross
e. the Freedom Fighters
26. Guerrilla terrorists _______.
a. are groups who attack and then disappear
b. move around from place to place
c. are underg round organ izations
d. find speed of movement essential
e. all of these
27. A mo der n form of torture that involves emotional and 
mental mani pu lation is called ______ .
a . sadism
b. brain washi ng
c. mas ochism
d. physical and verbal abuse
e. pysch ological ne u t r a l i z a t i o n
28. Vhat happens when your lungs collapse?
a. You suffocate.
b. You get double pneumonia.
c. Your rib cage also collapses.
d. Your chances of lung diseas e are Increased.
e. Your windpipe enlarges.





e. Khru sh chev
30. For which of the following books did Kennedy win the
141
Pulitzer Prize In 1957?
a . While England Slept
b . Profiles in Courage
c . Men at War
d . The Making of a Pres ident
e . JFK; An A u t o biograp hy
31. For what was Ja cqueline Ke nn edy well-known as FiTst 
Lady 7
a. her expensive designer clothes
b. her hairdo and pill box hats
c. her historic redecor at ion of the White House
d. her pop ularity with Europe an crowds
e. all of these
32. What are covert operations?
a. such activities as the claiming of res pon sibil ity 
for a bombing by terrorist groups
b. most freque ntl y directed against foreign enemies
c. only under the direction of the CIA
d. the same as un dercover activities
e. always sponsored by the government
33. Which of the following quotes is Kennedy known for 
saying?
a. "Ask not what your country can do for you..."
b. "With malice toward none, with charity for all..."
c. "I am not a crook."
d. "Whip inflation now."
e. "War is hell."
34. In general, the purpose of a bomb is to
a. start a fire.
b. shatter a target.
c . kill and m a i m .
d. cause minimal damage.
e. cause and spread radiation.
35. Kennedy was the first president to send mi lit ary  











*** The Matlock Paper is an adventure story where one man, 
Matlock, sets out to stop a conspiracy that threatens the 
USA. ***
Matlock picked up the telephone, dialed Pat's number, and let it 
ring a dozen times. There was no answer. Matlock thought of several of 
Pat's friends and wondered whether to call them or not. When angry or 
upset, Pat usually did one of two things. She either went off by 
herself for an hour or so, or, conversely, sought out one or two friends 
and drove off to a film in Hartford or an out-of-the-way bar. It was 
just over an hour. He'd give her another fifteen minutes before phoning 
around. It had, of course, occurred to him that she might have been 
taken involuntarily— that had been his first thought. But it wasn't 
logical. The Cheshire Cat had been filled with people, the tables close 
together. Greenberg was right. Wherever she went, she went because she 
wanted to go.
Greenberg stood by the kitchen door. He hadn't moved. He'd been 
watching Matlock.
"I'll try in a quarter of an hour. Then, if there's no answer, 
I'll call some friends of hers. As you said, she's one strong-willed 
young lady." . . .
When the thunderous crash came, it was so ear-shattering both men
threw themselves to the floor. It was as if the whole side of the
building had collapsed in rubble. Dust was everywhere, furniture
toppled, glass shattered, splinters of wood and plaster flew through the
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air, and the terrible stench of burning sulfur settled over the room. 
Matlock knew the smell of that kind of bomb, and his reflexes knew how 
to operate. He clung to the base of his couch waiting, waiting for a 
second explosion— a delayed detonator which would kill any who rose in 
panic. Through the mist, he saw Greenberg start to get up, and he 
leaped forward, tackling the agent at his knees.
The second explosion came. Parts of the ceiling blackened. But
Matlock knew it was not a killer explosive. It was something else, and
he could not figure it out at the moment. .It was an eyegrabber, a 
camouflage— not meant to kill, but to deflect all concentration. A huge 
firecracker.
Screams of panic could now be heard mounting from all parts of the
building. The sounds of rushing feet pounded on the floor above his
apartment.
And then a single screech of terror from outside Matlock's front 
door. It would not stop. The horror of it caused Matlock and Greenberg 
to struggle to their feet and race to the source. Matlock pulled the 
door open and looked down upon a sight no human being should ever see 
more than once in a lifetime, if his life must continue beyond that 
instant.
Oh his front step was Patricia Ballantyne wrapped in a bloodsoaked 
sheet. Holes were cut in the areas of her naked breasts, blood flowing 
from gashes beneath the nipples. The front of her head was shaved; 
blood poured out of lacerations where once had been the soft brown hair. 
Blood, too, came from the half-open mouth, her lips bruised and split. 
The eyes were blackened into deep crevices of sore flesh— but they 
moved! The eyes moved!
145
Saliva began forming at the corners of her lips. The half-dead 
corpse was trying to speak. "Jamie..." was the only word she managed 
and then her head slipped to one side.
Greenberg threw his whole weight against Matlock, sending him 
sprawling into the gathering crowd. He roared orders of "Police!" 
"Ambulance!" until he saw enough people running to execute his
commands. He put his mouth to the girl's mouth, to force air into the 
collapsing lungs, but he knew it wasn't really necessary. Patricia 
Ballantyne wasn't dead; she'd been tortured by experts, and the experts 
knew their business well. Every slash, every crack, every bruise meant 
utmost pain but did not mean death.
He started to pick the girl up but Matlock stopped him. The
English professor's eyes were swollen with tears of hate. He gently
removed Greenberg's hands and lifted Pat into his arms. He carried her
inside and stretched her out on the half-destroyed sofa. Greenberg went 
into the bedroom and returned with a blanket. Then he brought a bowl of 
warm water from the kitchen and several towels. He lifted the blanket 
and held a towel beneath the bleeding breasts. Matlock, staring in 
horror at the brutally beaten face, then took the edge of another towel 
and began wiping away the blood around the shaven head and the mouth.
"She'll be all right, Jim. I've seen this before. She'll be all 
right."
Source: Ludlum, R. (1973). NY: Dell Publishing.
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"DIRECTIONS: Please write your name and student
identification number on the top of this sheet. Draw with 
your regular pencil a concept map of all you know about the 
topic listed in the middle of the page. Then read your 
passage. Vhen you are through reading, raise your hand and 
your instructor will collect the passage. Then, use your red 
pencil to add whatev er new concepts you know about the topic 
to your map. Vhen you have completed your map for the second 





*** Lincoln, written by Gore Vidal, is an historical fictional 
account of Lincoln's years as president. ***
"Well, our faction carried the day. The moderates want both 
Stanton and Seward to go. But we said the departure of Seward was 
enough for now. With Seward to go. But we said the departure of Seward 
was enough for now. With Seward gone, the Cabinet can be reorgan­
ized."
"Seward is too much a politician for my taste." Chase arranged the 
papers on his desk in a neat line with the top of the blotter. "He has 
a sort of back stairs influence on the President that strikes me as 
dangerous. They constantly...joke with each other."
"Oh, he's a card, the governor," said Wade. "But I don't mind the 
jokes so much as I do the way he acts on his own, without consulting the 
President or the Cabinet, like that letter of instructions he wrote to 
Adams in London, mocking us abolitionists. Then, he goes and publishes 
it in that damned fool book of his. When Sumner showed the letter to 
Lincoln, he said he had never seen it before, and that it didn't reflect 
his own policy. Now that is serious." . . .
Seward was expecting the President. In fact, he had been sitting 
at his study window, looking out at the cold muddy expanse of Lafayette 
Square, and waiting for the tall, slouched figure to cross from the 
Mansion to the Old Club House accompanied by two soldiers from Company K 
of the 150th Pennsylvania Regiment, known as "Bucktails," now 
permanently assigned to guard the President. Just as the gaslights were
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being lit along the avenue, the President appeared.
Seward opened the door himself; and showed Lincoln into the study. 
The President took off his top hat and placed it on the head of
Pericles, a marble bust on a column that ornamented one corner of the
room. "Well, our friends have been busy on the Hill." Lincoln poured 
himself a glass of water from a crystal decanter, and helped himself to 
an apple from the sideboard where Seward's numerous restorative bottles 
were kept. Then the President sat beside the fire and turned his gaze 
upon Seward, who noted that Lincoln had aged a decade in the last month; 
plainly, a number of harsh additional years were now about to be added 
to that unhappy decade. . . .
"You know," said Seward, "this may be difficult for anyone to 
believe, but I cannot wait to get back home to Auburn and private life.
This is no joy to me, what we do here."
"Well, that's all very well for you, Governor. But I am like the 
starling in Sterne's story: 'I can't get out.'"
"What will you do?"
"I'm not sure yet. Naturally, I will listen to the senators. I've 
already had the pleasure of an interview with Thaddeus Stevens, who 
believes that only you stand between us and victory in the war."
Seward shook his head, with true wonder. "I am the author of the 
notorious--not to mention revolutionary--concept that there is 'a law 
higher than the constitution,' and though our Constitution may allow for 
slavery, that higher law does not. Now our Jacobins consider* me 
indifferent to the issue and, secretly, pro-rebel."
"Mr. Seward, the inability of men to grasp an obvious truth is a 
constant in political life. I seem to spend most of my time explaining
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what should be obvious to all. Now what is obvious to me is that you 
are of no particular interest to the Senate but I am. They wish to 
remove me; and they don't know how. So they strike at you." . . .
"But these things change rapidly. A victory or two, and you will 
be a hero again." But Seward agreed, privately, with Lincoln's estimate 
of the matter. As a political force, the President was burnt out; and 
nothing could reignite the fire. The collapse of Burnside in the mud of 
Virginia was the end of the Administration. The fact that the 
pusillanimous Senate now dared to dictate to the President was a sign 
that all true authority was gone.
Source: Vidal, G. (1984). Lincoln. NY: Ballentine Books.
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VICTOKY He felt himself more in danger, nearer death, than ever
Joseph Conrad since he had entered that room. An insane bandit is a© deadly combination. He did not, could not know that Mr. Jones was quick-minded enough to sec already the end of his reign over his excellent secretary's thoughts and feel­
ings; the coming failure o f  Ricardo's fidelity. A woman 
had intervened! A woman, a girl, who apparently pos­
sessed the power to awaken men's disgusting folly. Her 
power had been proved in two instances already-thc 
beastly innkeeper, and that man with moustaches, upon 
whom Mr. Jones, his deadly right hand twitching in his 
pocket, glared more in repulsion than in anger.
The feeling in this passage leads one to conclude that
□  a. the woman is a  p an  of the criminal's plan.
□  b. it's all a misunderstanding.
□  c. danger has been mounting gradually.
P  d. Mr. Jones is calm.
THE makkiaces I was not rich-on  the contrary; and I had been told the 
Henry Juno Pension Bcaurcpas was cheap. I had moreover been told© that a boardinghouse is a capital place for the study of human nature. I had a fancy for a literary career, and a friend of mine had said to me, “ If you mean to  write, 
you ought to go and live in a boardinghouse; there is no 
other such place to pick up material." 1 had read some­
thing o f  this kind in a letter addressed by Stendhal to 
his sister: "1 have a passionate desire to know human 
nature, and have a great mind to  live in a boardinghouse, 
where people cannot conceal their real characters.”
The speaker implies to the reader that he
□  a. can't make up his own mind.
□  b. is stingy with money.
□  c. is really serious about writing.









Cacambo manifested all hii curiosity to his host, the 
host said to him: "I am very ignorant, and I get along ill 
right that way; but we have here an old man who has 
retired from the court, who is the most learned man in 
the kingdom and the most communicative.”  Immediately 
he took Cacambo to the old man. Candide was now play­
ing only second fiddle and going along with his valet. They 
entered a house that was very simple, for the door was 
only of silver and the paneling in the apartments only of 
gold, but wrought with so much taste that the richest 
paneling did not eclipse it. True, the antechamber was 
encmited only with rabies and emeralds, but the order 
in which everything was arranged fully made up for this 
extreme simplicity.
One may infer from the passage that
□  a. Cacambo is in l  land in which everyone is friendly.
□  b. the kingdom in which the old man lives is very rich.
□  c. the old man is the king.
□  d. everyone in the kingdom leads a very simple life.
I worked then only on Saturdays, thinking of those 
twelve hours in a shoestore as a parenthesis in ray life. I 
remember myself on the way to  work, the only one it 
seemed to  me then fully awake among the half-sleeping 
adult workers on the streetcar. I can still feel my eagerness 
and my fear; and for the moment I seem to  be jolted 
again on die straw seat, my hair damp and unnaturally 
plastered back. I am wearing knickcn; 1 have never shaved.
The speaker implies that in this part of his youth
□  a. he was generally optimistic.
□  b. he hated his routine.
□  c. be disliked adults.






O ufk*  Dickma©
Thii narrative is supposed to commence immediately 
after the installation o f Or. Proudie. I will not describe 
the ceremony, as I do not precisely understand its nature. 
I am ignorant whether a bishop be chaired like a member 
o f  Parliament, o r carried in a gilt coach like a lord mayor, 
or sworn in like a  justice of peace, or introduced like a 
peer to the upper house, or led between two brethren 
like a knight o f  the garter; but I do know that everything 
was properly done and that nothing (it o r becoming to 
a young bishop was omitted on the occasion.
The author indicates that the speaker must have known 
by instinct
□  a. that he could never figure out the ceremony.
P  b. that he was incapable o f doing his task well.
□  c. that the ceremony went well.
□  d. that one is serious on such occasions.
The fair Volumnia being one of. those sprightly girts 
who cannot long continue silent without imminent peril 
o f  seizure by the dragon Boredom, soon indicates the 
approach o f  that monster with a series o f undisguisablc 
yawns. Finding it impossible to suppress those yawns by 
any other process than conversation, she compliments 
Mrs. Rouncewrll on her son; declaring that he positively 
is one o f the finest figures she ever saw, and as soldierly 
a looking person she should think, as what's his name, her 
favourite Life Guardsm an-the man she dotes o n - th c  
darest o f  creatures—who was killed at Waterloo.
From the description in this passage, Volumnia seems
□  a. thoughtful.
■O b. self centered.
□  c. serious.










. . .  the two lids fell in love, and that with the same 
lady. Mr. Ebcnczcr, who was the admired and the beloved, 
and the spoiled one, made, no doubt, mighty certain of 
die victory: and when he found he had deceived himself, 
screamed like a peacock. The whole country heard o f it: 
now he lay sick at home, with his silly family standing 
round the bed in tearsi now he rode from public-house to 
public-house and shouted his sorrows into the lug of Tom, 
Dick, and Harry Your father, Mr. David, was a kind gentle­
man: but he was weak, dolefully weak; took all this folly 
with a long countenance; and one day—by your leave!— 
resigned the lady. She was no such fdol, however; it's 
from her you must inherit your excellent good sense; and 
she refused to be bandied from one to another. Both got 
upon their knees to her; and the upshot of the matter for 
that while, was that she showed both of them the door.
This passage is rich with implications that
□  a. the lady was a poor choice.
□  b. the lady was more poised than both men.
P  c. Mr. Ebenezcr really didn’t love her.
□  d. Mr. David didn't deserve her.
In the meantime, the storm subsided into a brisk gale, 
that carried us into the warm latitudes, where die weather 
became intolerable, and the crew very sickly. The doctor 
left nothjiq; unanemptcd towards the completion o f his 
vengeance against the Welshman and me. He went among 
the sick, under pretense o f inquiring into their grievances, 
wph a view o f  picking up complaints to  our prejudice.
The speaker indicates that
□  a. the crew had a deadly disease.
□  b. the doctor was sick, too.
□  c. the doctor had a vengeful nature.





TW odan P n im
©
Well, Mrs. Crump's little grandchild was born, entirely 
to the dissatisfaction, I must say, o f his farher; who, when 
the infant was brought to him in the Fleet, had him 
abntpdy covered up in his cloak again, from which 
he had been removed by the jealous prison door-keepers; 
why, do you think? Walter had a quarrel with one of 
them, and the wretch persisted in believing that the 
bundle Mrs. Crump was bringing to her son-in-law was 
a bundle o f disguised brandy!
We can assume from this passage that
□  a. the small infant was premature.
□  b. the father disliked Mrs. Crump.
□  c. the brandy bottles, a t that time, were large.
□  d. there was hostility between the father and mother.
Carrie was certainly better than this man, as she was 
superior, mentally, to Drouet. She came fresh from the 
air of the village, the light of the country still in her eye. 
Here was neither guile nor rapacity. There was slight 
inherited traits o f both in her, but they were rudimentary. 
She was coo full of wonder and desire to be greedy. She 
still looked about her upon the great maze of the city 
without understanding. Hurstwood felt the bloom and 
the youth. He picked her as he would the fresh fruit of 
a tree. He felt as fresh in her presence as one who is 
taken out of the flash o f summer to the first cool 
breath o f spring.
One is led to believe that Carrie's most desirable trait 
is
D a  intelligence.
□  b. innocence.
□  c. ambition.
□  d. beauty.
APPENDIX I
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SCRIPT FOR SEMANTIC MAPPING GROUP
DAY I
<Read as follows:>
I once heard a joke about a farmer who trained a frog 
to jump whenever he shined a light in the frog's eyes. One 
day It occurred to the farmer that the frog might jump 
higher If it weighed less. So, he decided to conduct an 
experiment. He'd shine the light in the frog's eyes, and 
after it jumped, he'd pull a leg off the frog. That 
decreased the weight of the frog, you see. Pretty soon, 
though, the frog had no legs and, thus, could not jump.
Vhat did the farmer think? He thought that when a frog 
loses all its legs, it goes blind!
Somehow the farmer failed to understand what everyone 
else realizes from this story. Without legs, no animal can 
jump. The farmer made an invalid inference.
Inferences are the topic we're going to study for the 
next few days. Inferences are conclusions you make based on 
information you know, inf ormation you have in your memory, 
and information found in a text. Making Inferences is a 
little like being the Jury in a trial. Both require you to 
weigh the facts carefully. Both ask you to consider what
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you know about the world and what you've learned about a 
particular situation before making decisions.
The Joke about the farmer and his frog should help you 
realize it's not always easy to make a correct inference. 
Why? Inferences are often based on information that's not 
stated in the text; it may be only hinted or implied. 
Sometimes making inferences it easy. Sometimes it is not. 
The farmer wei ghed the facts but made the wrong inference. 
You avoid doing this by using the information you know about 
the world when making  inferences.
For the next few days, we are going to study a reading 
strategy called semantic mapping. Semantic mapping is also 
called concept mapping because a concept map helps you 
connect the i n f o r m a t i o n  about a topic you have in your 
memory with that found in a text. Concept maps are similar 
to road maps in that they help you see where your reading is 
taking you and what you're likely to see along the way.
They help you recog nize and associate important concepts, or 
ideas, about a topic. This, in turn, helps you remember 
information and increases the number of valid inferences you 
make during reading. You stregthen your understa nding and 
memory of what you've read this way.
Vhat do you think when you hear the word " F o o t b a l l ? ”
<Write "FOOTBALL" in the center of the transparency
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with your black pen. Draw a circle around It. 
Continue using the black pen until directed to use 
the red one.>
I think about the stadium, players, referees, coaches, 
popcorn, cokes, seats, uniforms, peanuts, Tigers, SEC, 
opponents, goal posts, touchdowns, field goals, Mike the 
Tiger, Alabama, and Ole* M i s s .
<llst these on the far side of the trans par ency as
you say them.>
These are the places, events, people, and ideas 
indicate the concepts I assoc iate with football.
The words you thought of might be the same, or they
might be different. That's becaus e each of us has differ ent 
ideas about the same topic. Just like no two people look 
exactly alike, no two of our concepts of a topic are 
identical. Even if the words we use to describe the topic 
are the same, the mental images, pictures we have in our 
minds, will be different. This is one reason we sometimes 
have trouble u n d e rstan di ng what we read. The author thinks 
one thing, and we think another.
One way to reduce the chances of such m i s u n de rs tandin gs  
is by organizing concepts and recogniz ing the way concepts
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relate to each other. You organize a list of concepts by 
clustering together items from your list that are alike.
<Point to list on transparency>
After grouping these words together, you write above 
them a word that identifies what these items have in common. 
This word is a general, broad concept. The concepts you 
list under it are lesSer and more specific ones.
Look at the list of concepts under "FOOTBALL."
<Write above, below, to the right, and to the left
of the word "FOOTBALL" each of the following groups
as you discuss it. Leave plenty of room beneath 
each e l e m e n t . >
Players, referees, coaches, opponents, and Mike the 
Tiger are people you'd find at a football game. They, are 
listed together and labelled PEOPLE. Labels need to look 
different from the concepts under them, so you can easily 
see the groups you've identified. Let's put a box around 
them to show they're different. Popcorn, cokes, and peanuts
are the food you might eat at a football game. They are
placed together on the map and labelled FOOD. Touchd owns
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and field goals are how teams score points, so we'll list 
them together and label them to WAYS TO SCORE POINTS. The 
stadium, goalposts, and seats have to do with the physical 
setting of the game. We'll write these on the map and call 
them SETTING.
When drawing a map, it is important to leave plenty of 
room between ideas. Later, you'll need this space to add to 
your map.
Rec og nizi ng  that these categories all relate to 
football is important,
<Draw lines from "FOOTBALL" to each general 
c a t e g o r y .>
but it is also important to recognize any 
relationships bet ween the general categories. Since S E C , 
Ole' Miss, and Alabama are our opponents, they relate to a 
concept already on the map as well as to the topic
I
"FOOTBALL." Since opponents is already on the map, we'll 
list SEC, Ole* Hiss, and Al abama under the word. Then, 
we'll indicate the relationship between opponents and our 
new group with a line.
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<Draw a line betw een the two.>
Since our new group Is connected to "FOOTBALL" through 
Its rel ationship with opponents, we do not have to draw 
another line connecting it.
<Cover the first list of terms with a sheet of p a p e r . >
Vhat you see here is a concept map of the topic 
"FOOTBALL." Concept maps show what a person knows about a 
topic. As that knowled ge  changes or increases, the map does 
also. Listen to the following passage about football, 
written by a man who played at the Univeristy of Texas.
<Read Meat on the Hoof p a s s a g e . >
What new concepts come to your mind? I thought of such 
ideas as band, fans, purple  and gold, parades, pep rallies, 
stadium cushions, pennants, funny hats, winning, 
cheerleaders, losing, s p o r t s m a n s h i p .
<L1st these with your red marker on the far right 
side of the transparency. Keep the first list 
covered. Continue using the red marker until the 
be gin ning of the VALT DISNEY p a s s a g e . >
164
How do these fit with the Information we first drew 
on our concept map7
<Draw map as you s p e a k . >
Fans and the band are people who attend games. We'll 
add them to our list under PEOPLE.
<List each of these as you sp eak.>
Purple and gold, cheer leaders , parades, pep rallies, 
pennants, and funny hats all deal with spirit. Since they 
affect PEOPLE, we'll write them near this category and label 
them SPIRIT.
Because stadium cushions relate to stadium s e a t s , we'll 
write stadium cushions under it.
Winning, losing, and spo rtsm anship all relate to 
OUTCOMES of the game, so we'll group them together and label 
them as such. Bec ause they relate to both WAYS TO SCORE 
POINTS and SPIRIT, we'll write them between the two.
Once again, we need to indicate relationships between 
the new categories, the topic, and the information we 
or iginally mapped.
<Draw lines as you s p e a k . >
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Once again, we need lines between our topic "FOOTBALL"  
and each new general ca te g o r y  of concepts. In addition, we 
need to indicate the re lationship between PEOPLE and SPIRIT, 
SPIRIT and OUTCOMES, and PE OPLE and OUTCOMES with lines. A 
line also needs to show the relat ionship between STADIUM 
SEATS and STADIUM CUSHIONS.
<Cover your list of words on the right of the 
transparency with p a p e r . >
Vhat we've done so far is to create a concept map of a 
topic, read a passage about that topic, and change our map 
to reflect the inf or mation we gained about the topic after 
reading, either from memory or from the passage itself. By 
looking at what we wrote first in black ink and what we 
added in red ink, we can see how information grew during 
r e a d i n g .
While you may not always constr uct a concept map on 
paper before you read, you need to always consider what you 
know about a topic and how the concepts you know relate to 
each other and the topic before you begin to read. During 
and after your reading, you need to update your ideas with 
the new inform ation you acquire either from the text, your 
memory, or your connections bet ween the two.
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Let's construct another concept map for the topic "WALT 
DISNEY."
<With black ma rker write "WALT DISNEY" in the center 
of a fresh transparency. Draw a circle around it. 
Continue using the black marker until directed to 
use the red one.>
This time y o u  t e l l  me what to information to map. What 
places, events, people, and ideas do you associate with Walt 
Disney?
<List these on the faT left of the transparency as 
they a n s w e r . >
How can we organize these concepts? What concepts can 
be grouped together?
<List to the top, bottom, right, and left of "WALT
DISNEY" the categories formed by the c l a s s . >
What concept do the items in each category have in 
common? What broad, general concept can be used to label 
this category? Remember that labels need to look 
different; to make them, we draw a box around them.
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<Add labels to map. Re me mb er to draw boxes around 
labels . >
How do these relate to each other and to Walt Disney?
<Add lines as students i n d i c a t e . >
Now read this passage about Valt Disney.
<Distribute p a s s a g e s . >
When you are finished reading, list on the back of the 
last page any concepts you think we need to add to our map. 
Once everyone is finished reading, we'll discuss these and 
alter our map.
<After everyone has had time to read, says>
What new concepts came to your mind after reading?
<List on the right side of transparency in red Ink. 
Continue using red ink for the duration of this 
session. Discus s with the group each of the 
following questi ons as you deem appropriate. 
Construct the map as the dis cus si on takes p l a c e . >
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How can we categorize these concepts? Does this 
informati on  relate to any of the categories we've already 
mapped? What can we label the categories?
<Draw lines to indicate relationships they 
identify. When you have completed the map, s a y : >
This is your concept map of "WALT DISNEY." By looking 
at it, you can see what you knew about Disney before you 
read the passage, wr it t e n  in black, and what you knew after 
you read the passage, written in both black and red. The 
in formation you gained from your memory and from the text 
increased the inf ormation you have at your disposal about 
D i s n e y .
Let me summarize what we've talked about and done 
today. We have created concept maps of two topics, read a 
passage about those topics, and added and associated 
in formation gained from the passages and our memories to 
what we originall y thought about the topic. Once again, any 
time you read, this same sort of process needs to take 
place. While you may not always draw a concept map, it's 
essential that you consider what you know about a topic 
before, during, and after reading and how the concpets you 
know relate to the topic and to each other. Tomorrow, 
you'll have a chance to practice mapping independently.
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Day II
Yesterday we discussed concept maps and their value In 
helping us understand and associate  the information 
contained in a text. Let's review what we did.
<Show WALT DISNEY map, point to each area of the 
map that shows the step you're d i s c u s s i n g . >
First, we listed important places, events, people, and
l d e a s - - c o n c e p t s , you knew about Walt Disney. We organized
that information by identifying general categories and 
sub-categories and found how they related to the topic and 
to each other. The map represented all we initially thought 
of about Walt Disney. Then we read a passage about him and 
added what we learned to our map. This process is one that 
should take place any time you read. While you may not 
always construct a concept map on paper, you need to 
consider what you know about a topic before you begin 
reading. After your reading, you need to alter your concept 
map with the new in for matio n you acquire from the text.
Today, I'd like you to practice mapping. I'll walk 
around the room as you do so to answer any questions or 
provide you with any as sis tan ce you need.
<Pass out p a c k e t s . >
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I have given you a packet containing a set of 
directions and the passage you'll be reading. Read the 
directions silently as I read them aloud. "DIRECTIONS: 
Please write your name and student identification number on 
the top of this sheet. Draw with your regular pencil a 
concept map of all you know about the topic listed in the 
middle on the page. Then, read the passage. When you are 
through reading, raise your hand and your instructor will 
collect the passage. Then, use your red pencil to add 
whatever new concepts you know about the topic to your map. 
When you have completed your map for the second time, turn 
your map over. They will be collected when everyone has 
finished." Are there any questions?
The first topic you are considerin g today is 
"BASKETBALL." On the first page of your packet, list the 
concepts you associ ate with basketball, organize and label 
them, and draw a concept map of your initial assoc iations  
with basketball. When you are through, turn the page and 
read the passage. Once you are finished reading, raise your 
hand, and I'll collect your passage. Then, turn back to 
your map and use your red pencil to make any additions or 
adjustments you feel necessary.
Again, please be sure to ask me for help if you need
it.




During the last two days we have discussed concept maps 
and their value In helping you understand and associate 
Information contained In the text. Let's review what you've 
done. First, you listed important places, events, people, 
and ld ea s- -conce pts--you knew about a topic. You organized 
that information by identifying general categories and 
sub- cat egoTies  and found how those categories related to the 
topic and to each other. The map represented all you 
initally thought of about the topic. Then you read a 
passage about the topic and added what you learned to your 
map. This process is one that should take place any time 
you read. While you may not always construct a concept map 
on paper, you need to consider what you know about a topic 
before you begin reading. During and after you read, you 
need to alter your concept map with the new information  you 
acquired form the text.
Today, I'd like you to practice mapping on your own.
<Pass out p a c k e t s . >
I have given you a set of packet of materials like the 
one you used yesterday. This packet contains a set of 
directions and the passage you'll be reading. Read the 
directions silently as I read them aloud. "DIRECTIONS: 
Please write your name and student id ent ifica tion number on
172
the top of this sheet. Draw with your regular pencil a 
concept map of all you know about the topic listed in the 
middle on the page. Then, read the passage. Uhen you are 
through reading, raise your hand and your instructor will 
collect the passage. Then, use your red pencil to add 
whatev er new concepts you know about the topic to your map. 
Uhen you have completed your map for the second time, turn 
your map over. They will be collected when everyone has 
finished." Are there any questions? The second topic 
today is "ELVIS PRESLEY."
Please begin.
<After students have comple ted  the first map and you 
have collected all papers, say:>
Here is your second packet of materials. Please write 
your name and student ide ntifi ca tion number on the front 
page and note again the directions on this page. You are to 
draw a concept map, read the passage, turn the passage into 
me, and then alter the map using your red pencil. Uhen you 
have finished, turn your map over, and I'll collect them 
when everyone is finished. Any questions?
Your second topic is "ABRAHAM LINCOLN." Please begin.
<Collect materials  and dismiss group when everyone 
is completed the work.>
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Day 4
Day 4 consists of giving students the target passage 
and the posttest.
<Distribute computer sheets to each student and 
s a y :>
Turn your answer  sheets on their sides so that the Name 
Block appears on the left-hand side of the sheet. Beginning 
with your last name and skipping a space between each one, 
write your last name, first name, and middle initial in the 
Name Block.
< P a u s e . >
Now darken the letters in the circles below each letter 
of your name.
<Pause . >
In the id e n t i f i c a t i o n  block, put you student ID number 
and darken the c o r r esp on ding circles.
< P a u s e . >
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Under Special Codes, write _ _ _  (1 for Group 1 In 
Allen 31; 2 for Group 2 In Allen 29) and darken this number.
Today you are going to read a passage and answer some 
questi ons  about what you have read. You will not be able to 
refer to the passage when answer ing questions. 1 am going 
to distribute the passages now. Take as long as ou like to 
read them. When you have finished reading, raise your hand, 
and I'll give you a set of questions to answer. Code your 
answers on your computer sheets. Instructions for answering 
the passage questions appear on the test packet.
Any questions?
APPENDIX J 
Instructional Script for Control Group
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SCRIPT FOR TR AD IT I O N A L  INSTRUCTION GROUP
DAY 1
<Read as f o l l o w s :>
I once heard a joke about a farmer who trained a frog 
to jump whenever he shined a light in the frog's eyes. One 
day it occurred to the farmer that the frog might jump 
higher if it weighed less. So, he decided to conduct an 
experiment. He'd shine the light in the frog's eyes, and 
after it jumped, he'd pull a leg off the frog. That 
decreased the weight of the frog, you see. Pretty soon, 
though, the frog had no legs and, thus, could not jump.
What did the farmer think? He thought that when a frog 
loses all its legs, it goes blind!
Somehow the farmer failed to understand what everyone 
else realizes from this story. Without legs, no animal can 
jump. The farmer made an invalid inference.
Inferences are the topic we're going to study for the 
next few days. Inferences are conclusions you make based on 
information you know, informa ti on you have in your memory, 
and information found in a text. Making inferences is a 
little like being the jury in a trial. Both require you to 
weigh the facts carefully. Both ask you to consider what
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you know about the world and what you've learned about a 
particular situation before making decisions.
The joke about the farmer and his frog should help you 
realize it's not always easy to make a correct inference. 
Why? Inferences are often based on information that's not 
stated in the text. It may be only hinted or implied. 
Sometimes making inferences it easy. Sometimes it is not. 
The farmer weighed the facts but made the wrong inference. 
You avoid doing this by using the information you know about 
the world when making inferences. During the next few days, 
we'll be discussing inferences and practicing making them.
One reason people have diff icult y making inferences is 
they're never seen anyone dem on strate the process. Compare 
how difficult it is to tell someone how to find your house 
with how easy it is to show them how to get there. Because 
showing is sometimes clearer than telling, today I am going 
to show you how I make inferences. Then, we're going to 
work as a group to make them.
Let's look at this first passage and the question  under
it.
<Put transparency #1 on o v e r h e a d . >
The first thing I need to do, of course, is read the 
passage and question.
<Read them a l o u d . >
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The next thing to do is examine each of the 
alternatives and, like that jury we talked about, determine 
which is the best one.
<Read the qu estio n ag ain and examine each of the 
four alternatives. As you work through each alternative, 
use your pen to circle or un der line key words and phrases in 
the passage. These are underlined in the following 
discussion. When you refer to them the second, third, etc. 
time, point to these phrases in the passage with your pen.>
a. "The passage definitely indicates that the 
Hartsells were close friends of the speaker." Let's see. 
Another way of asking this same question is "Here the 
Hartsells close friends of the speaker?" How would I know 
that? Is there inf or mation in the passage that tells me 
this or makes me think this? If so, what is it? The fact 
that the speaker was wil ling to apologi ze means if he is 
friends with them, they've all had a big fight or 
misu nde rstandi ng. If they left for Orlando witho ut telling 
him (it says he heard it), they probab ly aren't friends.
NO, the Hatsells aren't friends of the speaker. What's my 
next choice7
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b. "The passage de fin ite ly Indicates that the 
H ar tsells lived in Orlando." 1*11 reword this questi on to 
be "Did the Hartsells live in Orlando?" How would 1 know 
that? Is there inf or mation in the passage that tells me 
this or leads me to bel ieve this? If so, what is it? If 
the Hartsells leave for Orlando to visit relatives there, 
the Hartsells do not live in Orlando. So, the answer to 
this alternati ve is also NO.
c. "The passage definitel y indicates that the
Hartsells were not liked by the speaker." I can change £  to
ask "Were the Hartsells not liked by the speaker?" How 
would 1 know that? Is there inform ation in the passage that 
tells me this or leads me to believe this? If so, what is 
it? The fact that the speaker was willing to apologize 
means he's had a some sort of quarrel with the Hartsells. 
When they saw him in the park, they didn't stop to 
talk--they just nodded  at him. And, they left for Orlando 
without telling the speaker anything  about their plans.
From what the sp eak er says, it doesn't seem he was too 
unhappy about not talking to them or their leaving town.
YES, I'd say the H a r ts el ls were not by liked the speaker, 
and it sounds like they probably didn't like him either.
This may be the cor rect answer to the question, but I'd 
better look at the other alt ernatives  just to be sure.
d. "The passage defini te ly indicates that the
Hartsells would accept an apology." I'll change J> to ask
180
"Would the Hartsells accept an apology?" How would 1 know 
that? Is there In for mat ion In the passage that tells me 
this or leads me to believe this? If so, what Is It? I 
think the answer Is NO to this question. After all, if they 
were willing to let the speaker apologize, they would have 
done more than just nodded to him in the park. They'd have 
stopped and talked to him. That they left town without any 
word to him probably indicates they don't plan to accept any 
apologies from him--n ot in the near future, anyway.
Which alternative most ac cur ately  answers the question? 
£  does. That's the answer I pick.
<Circle your c h o i c e . >
Let me summarize the steps I went through in answering 
my inference question. First, I read the passage and 
question carefully. Second, I reread the questi on and the 
alternatives to help me focus on what was being asked.
Third, I examined each alternative  separately. When I 
examined the alternative s I reworded them into questions 
that made more sense to me. Then, I looked for evidence 
that pointed toward an answer to my question. Sometimes I 
underlined or circled infor ma tion that seemed important to 
me. Some of that evidence depended on me making an 
inference--like  deciding that if the Hartsells were going to
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accept the speaker's apology, they'd have stopped and talked 
to him. That Inference depended on my knowing how people 
behave when they want to com promise or settle a quarrel. It 
depended on my having information in my memory and my 
combining that with the text. That's what you have to do 
when you read to be able to unders tand a passage fully.
Next, even when I found what I thought was the correct 
answer, I continued to examine the alternatives. I did that 
because sometimes two answers may be correct, but one answer 
is more correct than the other. I wanted to be sure my 
answer was the best possible one. Finally, I made my choice 
and answered the question.
<Remove the transp arency with this questi on and put the 
second transparency on the o v e r h e a d . >
Let me demons tr at e one more time how I make inferences.
<Read the passage and question aloud. Pause. Then 
read the question again and examine each of the four
f
alternatives. As you work through each alternative, use 
your pen to circle or underline key words and phrases in the 
passage. These are underlined in the following discussion. 
When you refer to them the second, third, etc. time, point 
to these phrases in the passage with your pen.>
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a. "One might suppose, from the above passage, that 
Tom didn't feel well." Is Tom sick? Is there Information 
In the passage that tells me this or makes we think this?
If so, what Is it? He's Impatient and r e s t l e s s . He's 
tossing and fidgeting and his nerves are upset. He's in 
d e s p a i r . I'd say he's nervous about something, but he's not 
sick. The answer is NO.
b. "One might suppose, from the above passage, that
Tom had plans for the morning." Does Tom have plans for the
morning? Is there information in the passage that tells me 
this or makes me think this? If so, what is it? He's
impatlent and r e s t l e s s , wai ting for d a y l i g h t . H e ’s tosslng 
and fidgeting and his nerves are bothering him. He can't 
believe it's only ten o'clock at night. YES, I'd say he has 
something planned for the next day. This may be the right 
answer, but I'll still look at £  and I).
c. "One might suppose, from the above passage, that
Tom was nervous.'1 Is Tom nervous? Is there infor ma tion in 
the passage that tells me this or makes we think this? If 
so, what is it? He's tossing and fidgeting and his nerves 
are bothering him. The passage says he's restless and in a 
state of d e s p a i r . I'd say he's nervous about something.
YES, this answer seems correct, too. Uhat about j)?
d. "One might suppose, from the above passage, that
Tom was annoyed with Sid." Is Tom mad with Sid? Is there 
inf ormation in the passage that tells me this or makes we
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think this? If so, what Is it? No, he doesn't do anything 
in the passage to make me think that. If he was, he'd 
probably want to wake Sid up, just to bother Sid.
Now, what do I do? Both answers JB and £  seem to be 
correct. I'll have to decide which is the best one. Let me 
look at them again and think. £  asks "Does Tom have plans 
for the morning?" Every indication leads me to conclude 
that he does. asks "Is Tom nervous?" Veil, the passage 
says he is. This has to be correct, too. Let me look at 
the questio n again. <Read first part of questi on a g a i n . >
Oh, I see. Since the question asks what a person might 
suppose from the passage, not what the passage says, the 
answer I'm looking for is answer ji. Supposing inf ormation 
is the same as concluding information. Other verbs like 
infer and imply also mean the same as conclude. The best 
answer for this question is jJ.
<Remove this transparency.)
Now, let's examine some of these passages together.
<Put third transparency on the overhead and read the 
passage. Pause. Then reread the question. Ask students to 
reword the alternatives into questions. Once they have done 
this, say:>
Is there information in the passage that tells you this 
or makes you think this? If so, what is it?
<When they respond, underline or circle important 
information in the passage. Then, when it is referred to 
again, point to it. Once the group has examined all the 
alternatives, ask:>
Which answer is the best one?
<Reach a group d e c i s i o n - - take a vote, if t h e r e ’s 
dissent. Continue this procedure for the fourth and fifth 
t r a n s p a r e n c y .>
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DAY 2
Yes te rd ay we discus sed inferencing. Inferences are 
conclusions you make based on information you know, 
information you have from prior knowledge and experiences, 
information you have in your memory, and information found 
in a text. Re me mber that making inferences is a little like 
being the jury in a trial. You weigh facts carefully. You 
consider what you know about the world and what you've 
learned about a partic ula r situation before making 
dec i s i o n s .
Let me summarize the steps I went through in making 
inferences to answer questions. First, I read the passage 
and qu estion carefully. Second, I reread the que stion and 
the alternatives to help me focus on what was being asked. 
Third, I examined each alt er native  separately. Uhen I 
examined the al te rna tives I reworded them into questions 
that made more sense to me. Then, I looked for evidence 
that pointed toward an answer to my question. Sometimes I 
underlined or circled information that seemed important to 
me. Some of that evidence was depended on me drawing 
conclusions bet ween in for matio n in my memory and in for matio n 
contained in the text. That's what you have to do when you 
read to be able to understand a passage fully. Next, even 
when I found what I thought was the correct answer, I 
continued to examine the alternatives. I did that because
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sometimes two answers may be correct, but one answer Is more 
correct than the other. I wanted to be sure my answer was 
the best possible one. Finally, I made my choice and 
answered the question.
Today, I'd like you to practice making inferences.
I'll walk around the room as you do so to answer any 
questions or provide you with any assis tance you need.
<Pass out first set of p a c k e t s . >
I have given you a packet containing a set of 
directions and the passages you'll be reading. Read the 
directions silently as I read them aloud. "DIRECTIONS: Read 
each of the exercises on the following pages, select the 
best answer. Then write your choice on the appropriate 
blank below." Please write your name and ID number on the 
answer sheet. You may tear your answer sheet from the set 
of passages. Uhen you have completed the first set, raise 
your hand and I'll give you a second set to complete. When 
you have completed the second set, turn your papers over. 
When everyone has finished the work, I'll collect them. 
Again, please be sure to ask me for help if you need it.
<Move around the group, asking them if they need help and 
working with them to find answers. When everyone has 
completed the second set, pick up all papers and dismiss the 
g r o u p .>
187
DAY 3
For the last two days we have discussed and practiced 
lnferencing. Inferences are conclusions you make based on 
inf ormation you know, in for mat ion you have about the world 
stored in your memory, and information found in a text.
Every time you read a book, a magazine article, a chapter in
your textbook, every time you read, you need to connect what
you know about a subject with what the text says. This
helps you fully unders tand the information you read.
Once again, I want to summarize the steps I went 
through in making inferences to answer questions. First, I 
read the passage and que st ion carefully. Second, I reread 
the question and the alternatives to help me focus on what 
was being asked. Third, I examined each alternative. When 
I did this,.I reworded the alternatives into questions that 
made sense to me. Then, I looked for inf ormation that 
pointed toward an answer to my question. Sometimes I 
underlined or circled information  that seemed important to 
me. Some of that in for matio n depended on me drawing 
conclusions between in for matio n in my memory and information 
contained in the text. Even when I found what I thought was 
the correct answer, I continued to look at the alternatives. 
I did that because even when two answers seem, one answer Is 
more correct than the other. I wanted to be sure my answer
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was the best possible one. Finally, I made my choice and 
answered the question.
Today, I want you to practice answering inference 
questions on your own. I cannot help you with them as I did 
yes t e r d a y .
<Pass out first set of p a c k e t s . >
I have given you a packet containing a set of
directions and the passages you'll be reading. Read the 
directions silently as I read them aloud. "DIRECTIONS: For 
each of the exercises on the following pages, select the 
best answer. Then write your choice on the appropriat e 
blank below." Please write your name and ID number on the 
answer sheet. You may tear your answer sheet from the set 
of passages. When you have completed the first set, raise
your hand, and I'll give you a second set to complete. When
you have completed the second set, turn your papers over. 
When everyone has finished the work, I'll collect them.
<When everyone has completed the second set, pick 
up all papers and dismiss the g r o u p . >
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Day 4
Day 4 consists of giving students the target passage 
and the posttest.
<Dlstribute computer sheets to each student and 
s a y : >
Turn your answer sheets on their sides so that the Name 
Block appears on the left-hand side of the sheet. Beginning 
with your last name and skipping a space between each one, 
write your last name, first name, and middle initial in the 
Name Block.
< F a u s e .>
Now darken the letters in the circles below each letter 
of your name.
< P a u s e .>
In the ide ntif ication  block, put you student ID number 
and darken the correspondi ng circles.
< F a u s e . >
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Under Special Codes, write ____  (1 for Group 1 in
Allen 31; 2 for Group 2 in Allen 29) and darken this number.
Today you are going to read a passage and answer some 
questions about what you have read. You will not be able to 
refer to the passage when answerin g questions. I am going 
to distribute the passages now. Take as long as ou like to 
read them. When you have finished reading, raise your hand, 
and I'll give you a set of questions to answer. Code your 
answers on your computer sheets. Instructions for answering 
the passage questions appear on the test packet.
Any questions?
APPENDIX K
Copies of Instruction al Transparen cies Used In 










We seen the Hartsells the next day in the Park and I 
was willing to apologize, but they just nodded to us. 
And a couple of days later we heard they had left for 
Orlando, where they have got relatives.
1 wish they had went there in the first place.
The passage definitely indicates that the Hartsells
□ a. were close friends of the speaker.
□ b. lived in Orlando.
Juc. were not liked by the speaker.





At half past nine, that night, Tom and Sid were sent 
to bed, as usual. They said their prayers, and Sid was soon 
asleep. Tom lay awake and waited, in restless impatience. 
When it seemed to him that it must be nearly daylight, he 
heard the clock strike ten! This was despair. He would 
have tossed and fidgeted, as his nerves demanded, but he 
was afraid he might wake Sid. So he lay still, and stared 
up into the dark.
One might suppose, from the above passage, that Tom
□ a. didn't feel well.
□ b. had plans for the morning.
□ c. was nervous.




A jay hasn’t got any more principle than a Congressman. 
A jay will lie, a jay will steal, a jay will deceive, a jay will 
betray; and four times out of five, a jay will go back on his 
solemnest promise. The sacredness of an obligation is a 
thing which you can’t cram into no bluejay's head. Now, 
on top of all this, there’s another thing; a jay can outswear 
any gendeman in the mines . . . .  Yes sir, a jay is everything 
a man is!
From this description, we may infer that the author is
□ a. .bitter, to an extreme.
\/D b. critically humorous.
□ c. informed about birds in general.





Now they stretched themselves out on their elbows and 
began to puff, charily, and with slender confidence. The 
smoke had an unpleasant taste, and they gagged a little, 
but Tom said:
“Why, it's just as easy! If I'd a knowed this was all, I'd 
a learnt long ago."
One may determine from this passage that
□ a. the boys enjoyed smoking.
JU b. Tom was putting up a good front.
□ c. all boys try smoking.
□ d. they would never smoke again.
a
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Oh, no; we had no conveniences for keeping him here. 
He is at a livery stable in the Rue Dubourg, just by. You 
can get him in the morning. Of course you are prepared 
to identify the property?
We may infer that the speaker is one who is
□ a. unhappy about the situation.
□ b. a thoughtless individual.
□ c. not careful in his work.







Ricardo nodded, satisfied. Both these white men looked 
on native life as a mere play of shadows. A play of shadows 
the dominant race could walk through unaffected and dis­
regarded in the pursuit of its incomprehensible aims and 
needs. No. Native craft did not count of course. It 
was an empty, solitary part of the sea, Schomberg 
expounded further.







Samples of Maps Dr awn  by Exp erimental Subjects
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"DIRECTIONSi Flitii writ* your and atudant Identification
■mbit on tha top of thla ahaat. Draw with pour regular paacll a 
concapt wap of all you know about th* topic llatcd In tha nlddla 
on tha page. Than, raad th* paaaag*. Vhan you arc through 
reading, ralaa your band and your Inatructor will collect th* 
paaaag*. Than, ua* your rad pencil to add whatarar new concept* 
you know about th* topic to your nap. Vhan you haw* conplatad 
your nap for tha aacond tin*, turn your nap ovar. They will ba 
cellactad what averyon* ha* flnlahad."
1 1 *■
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"DIRECTIONSi Plata* writ* pout new* and atudant Idaatlflcatlon 
nunber on tha top of thla ahaat. Drav ulth pour regular paneil a 
eoneapt aap of all pou know about tha topic ilatad in tha nlddla 
on tha paga. Than, raad tha paaaaga. Vhan pon aia through 
reading, ralaa pour hand and pour inatructor will collact tha 
paaaaga. Than, ute pour rad pencil to add whatever new concept* 
pou know about th* topic to pour wap. Vhan pou have conpleted 
pour wap for th* aacond tin*, turn pour wap over. Thep will ha 
collected whan avarpon* haa flnlahad."
e c V S  , v v.
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"DIRECTIONSi Tleaae writ* your d*m  and atudant idantlftcatlon 
nunber on tha top of tbla aheet. Dran with your regular pane11 a 
eoncapt nap of all you know about tha topic llatad In tbo nlddla 
on tha page. Than, raad tha paaaaga. Vhan you ara through
reading, ralaa your hand and your lnatrue tor will collect the
paaaaga. Then, nae your red pencil to add whatever new concepta
you know about tha topic to your nap. When you have conplated
your wap for the aecond tine, turn your nap over. They will be 
collected whan everyone haa flnlahad."
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APPENDIX N 
Permissions for Target Passage,
Sample Instructional Passage (Experimental), 
and Sample Instructional Passages (Control)
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Special Services ^ ® ̂
Junior Division
L o u i s i a n a  S t a t e  U n i v e r s i t y  and agricultural and mechanical college
B A TO N  R O U G E ■ L O U ISIA N A  ■ tubuj-h’ ’ S l l4 ! 3 S S -b S ^
Editor
Jamestown Publishers 
P. 0, Box 6743 
Providence, RI 02940
Dear Sir:
I am a doctoral student and a developmental reading instructor at 
Louisiana State University. I..am writing to ask your permission to 
use twenty of the passages contained in A Skill at a Time Series:
* ’ * ' - * ----- - - L  T 1 A l i o n  1 ‘fL'a f n
.I A M J. s  T () W \  i" I H I , -  | |  i K '  
P o s t  O f f i c e  l l n x  U K . S  I ' r u v M i - i i c c .  I t  l im i t -  M . i n . l  1 1 J ' 1 1 • i
■—  ̂v i  ̂A  pv h i L. JL o ,
— cxha_ii. Ct. C^xjfco -0-^-^SLa_
* I
C^-n .ctJkjSL
<3=» O-Cr-^K. JLxjt Ci>i_
t II). ,n
5 A S C
E X P g E s S  m f l I U
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 T ’' "1 Special Sen>ices
I L ij^ ; ii ; ju n ior D ivision
'' u ' ' L o u i s i a n a  S t a t e  U n i v e r s i t y  and agricultural and mechanical college
BATON ROUGH • LOUISIANA •
504/388-6822
April 1, 1987
Ms. Carol Christiansen 
Permissions 
Doubleday and Company 
245 Park Avenue 
New York, NY 10167
Dear Ms. Christiansen:
I am a doctoral student at Louisiana State University in Baton Rouge, LA, 
pursuing a degree in reading education. I am writing to ask your ■ 
permission to use a selection from The Matlock Papers by Robert Ludlum 
(1973) as part of an instructional study of the efficacy of concept 
mapping with college remedial readers.
Enclosed is a xerox of the pages I plan to use with the pertinent passage 
marked. Please note that part of the passage will be ommitted; this 
ommission will be indicated with an ellipsis.
I have also enclosed a stamped, self-addressed envelope to aid you in 
replying to me.
Thank you very much for your help.
Sincerely,
Debbie Guice Longman 
Enclosures
Permission is granted for use of thle 
material froo of charge. Please credit, 
title, author and publisher.
DOUBLEDAY * COMPANY, IiC. .
Permissions Department
208
R A N D O M  H O U S E ,  IIVC. A L F R E D  /V. K N O P F ,  IIVC.
June 25, 1987
Ms. Debbie Longman
Special Services, Junior Division
Louisiana State University
150 Allen Hall
Baton Rouge La. 70803
Dear Ms. Longman:
Thank you for your letter of April 30th.
You may consider this letter our permission to reprint the 
specified excerpts from pages 398-401 of LINCOLN by Gore Vidal, 
in your dissertation as set forth in your letter. Please 
acknowledge author, title, copyright and Random House, Inc.
This permission includes permission to microfilm up to 100 
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